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Abstract 
This dissertation examines the theme of suicide in Gerrnan novels published 
between 1945 and 1989, 
Within the period defined, novels have been divided into three groups: novels 
published between 1945 and 1949, novels of the German Democratic Republic, and 
novels of the Federal Republic of Germany. 
In order to facilitate discussion of the psycho-social phenornemon of suicide in 
the literary context, this study makes use of suicidologist Edwin Shneidman's 
"common characteristics of suicide" as contained in h s  work Definition of  Suicide 
(1985). Each work is further examined in terms of its meaning within the literary 
context, and for this the study relies on the concepts of instrumental and expressive 
rneaning as outlined in David Wood's essay "Suicide as Instrument and 
Expression." The parameters of the topic and an explanation of the concepts to be 
discussed are contained in the introduction. 
Chapter 2 examines Theodor Plievier's Stalingrad and Hans Fallada's Jeder 
stirb t fur sich allein. An examination of  the novels reveals the co~ect ion of suicide 
in these early works to the horrors of NaPsm, thereby singluig out socio-political 
conditions as the motivating factor for suicide. 
In Chapter 3, attention is focussed on four novels of the GDR: Jurek Becker's 
Jukob der Lügner, Ulrich PlenzdorPs Die neuen Leiden des jungen W., Christa 
Wolf's Kein Ort. Nirgends, and Christoph Hein's Homs Ende. The examination 
reveals suicide as a represention of the consequence of conflict between the 
individual and socialism. 
The &al chapter examines Walter Jens' Nein. Die Welt der Angeklagten, 
Wolfgang Koeppen's Dus Treibhaus, Gert Heidenreich's Der Auss tieg, and Siegfkied 
Sommer's Und keiner weint mir nach. In these novels the motivation for suicide is 
again associated with the moral burden of Germany's past, a fact which 
distinguishes this depiction of suicide fkom that of the GDR. 
The role of the intellechal in the depiction of suicide is also a recurrent 
theme in the novels. Whether naïve and unsophisticated, as in the cases of Edgar 
Wibeau and Leonhard Knie, or with the learned perceptiveness of characters such 
as Walter Sturm, Heinrich Keetenheuve or Heinrich Bode, the protagonists 
demonstrate an acute awareness and sensitivity to their surroundings which 
ultimately prove inimical to He. 
This study establishes a connection between the literary depiction of suicide 
and socio-political conditions of the period examined, and represents the first time 
that such a study has been done for this period. The theme of suicide is used by 
authors as an expressive tool to signify the desire for egression resulting fkom g d t  
and the conflict between individual and state. 
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Introduction 
1 am for suicide, 1 recommend 
suicide! Suicide--the ody 
solution. the logicd way out! 
1 preach self-destruction, 1 
praise voluntary death! 
May many follow my example! 
May suicide be the fashion 
of the intellectual élite! 
May the best, the men of 
integrity and good will perish 
by their own hands! 
Words have lost their meaning, 
their validity. Action? 
For whom? In whose service? 
For what cause? 
DEATH is my answer, 
SUICIDE, my program! ' (Mann 62) 
'The quotation is one of the last writings of Klauu Mann and is included here in the form orïginally 
written by Mann and repmduced by Hans Stempel. It is presumed to be an excerpt h m  Iilaus Mann's 
novel-fragment "The hst Day." 
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The above quotation, fiom an unnnished work by Klaus Mann (1906-49), 
elevates the concept of suicide to the s t a tu  of personal credo and provocation to others. 
Klaus Mann, an intellectual and literary figure of the pre- and post-World War II 
period, articulates in these words a startling espousal of suicide as a philosophical 
tenet. Suicide is here suggested as an alternative to "words." One might respond by 
asking, "Suicide? For whom? In whose sernce? For what cause?" On the surface, one 
can presume that suicide is gresented as an instrument to achieve a "way out" of an 
intolerable situation. Not seen as something left to the morally infirm, something 
forbidden, or to be quieted, suicide is a choice recommended for the élite, people of 
integrity and good will. At the very least, the conviction represented in this quotation 
champions the right to self-determination through self-destmction. In view of the fact 
that Klaus Mann himself committed suicide in 1949, one is compelled to question to 
what extend this credo is cathartic, reflecting the actud views of its author. One is 
m e r  led to the question as to whether these were the psychopathologically induced 
musings of a single individual or whether the literary invitation to others reflects an 
existentid struggle common to many in the wake of the Second World War, and if it 
is the latter, for what reasons such a stnigge might exist. Beyond the realm of literary 
biography, however, it is clear that suicide fulfils a function within the literary work 
itself. 
The present study examines the theme of suicide as it is depicted in German 
novels fkom the period after the Second World War until the time of the dismantling 
of the division between East and West Germany. The temporal delineation of the 
3 
suicide theme presupposes historical and political relevance. George Rosen suppoas 
an historical approach to suicide: 
History provides perspective . . . . An historical approach makes it 
possible to see suicide in different temporal conte-, and to try to 
understand the meaning it has for people of varying backgrounds and 
experiences . . . . The relation of changing social conditions, value systems 
and ideologies to the occurrence of suicide . . . may possibly establish the 
circumstances under which social groups accept or  reject human self- 
destruction. (3-4) 
It is the position of this study that the acceptance or rejection of human self- 
destruction is also reflected in a society's literature, and it is here contended that much 
can be learned Fom an examination of suicide in fiterature. 
It is difficult to imagine a tune in recent Geman history when social conditions, 
value systems. and ideologies have undergone as much visible change as they have 
during and following the Nazi regime. This study operates under the premise that the 
rdection of suicide in the literature of Gemany during this period also demonstrates 
uniqueness, be it in a perhaps different way nom sociologically or epidemiologicdy 
observable trends. For the purposes of historical delimitation, "Germant' is not just a 
linguistic designation, rather it reflects a political restriction upon the term. Although 
a division of German literature based on national boundaries is not universally 
favoured, the present author believes it to be warranted, especidy in view of the 
circumstances following the consequential events of the Second World War, most 
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signifïcantly the creation of two German states dong an ideological boundary, the 
tenuous coexistence of which was to become a dominant force in German relations 
until 1989. The view here taken is that unique political circumstances produce 
literature which reflects this uniqueness. In the same way that Canadian literature 
is treated separately £rom American or British literature, so too should the literature 
of the German Democratic Republic be treated separately fiom the literature of the 
Federal Republic of Germany, a fact attested to by the very existence of works such as 
WoLfgang Emmerich's Heine Literaturgeschichte der DDR (1981, 1989), Konrad 
Frank's Die Literatur der Deutschen Demokratischen Republik (1974). and Erich 
Loest's Der vierte Zensor (1984). to name just a few. Austria and Switzerland are 
excluded fkom this study on the baçis of their separate political and social 
circumstances following the war. Austia, which inherited less responsibility for the 
war than Gerrnany, evinced by the withdrawal of occupying forces pursuant to the 
"Staatsvertrag,"%xperienced less c d  for moral renewal and re-examination 
(Bangerter 19). Bangerter asserts that the pursuit of "Austianness" favoured a 
climate in which continuity, conservatism and traditionalism flourished (19). Guilt 
was even less an issue in post-war Switzerland, which had been neutral during the 
war, rendering the concept of Stunde Nul1 and the need for change less signiiicant 
there (Bangerter 2'7). Instead, provincialism and a cornmitment to "Swissness" 
impeded sigmf5cant literary change until the 1970s (Bangerter 3 1). In both Austria 
' On May 15. 195.5. the treaty made ,-\ustria sovereign again. returning it to its pre- 1938 frontiers. 
",-\ustria." Encyclopedia Britannica I.5th ed. 
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and Switzerland, the legacy of the war led to the promotion of distinctness from 
Germany, rather than conformity with it. 
MUidîd of the famous treatment of suicide in the post-war radio play and drama 
Draz@en vor der E r  (1947) by WoIfgang Borchert, this study nevertheless restricts 
itself to the theme of suicide in the novel, contending that the novel offers the best 
opportunity for development of suicidal ideation through the psychogram of the 
pro t agonist(s). In his discussion of suicide in literature, François Jost asserts that, 
"preparation for the h a 1  deed is usually h e r  in the novel than in the drama, where 
characters necessarily develop in a rather rapid series of events and where, as a d e .  
only concise psychological analyses are possible" (237), and Philip Stevick states, in his 
introduction to The Theory of the Novel(1967), that the novel is better able to produce 
developed and consistent images of people and reflect the societal, historical, and 
cultural attitudes in which it is created (3). 
Evidence of suicide in novels between 1945 and 1989 is abundant, and an 
extensive initial list of novels was compiled fkom which ten novels were selected for 
inclusion in the present study. Novels were selected on objective and subjective 
criteria. More than simply showing evidence of suicide, the novels had to demonstrate 
a significant amount of suicidal ideation, that being evidence within the text which 
gives clues to suicide, thus allowing for analysis. Further to this, the suicide or 
si&cant suicidal ideation had to be comected to the protagonist or a main character 
in the novel. These novels are representative in the sense that they a l l  demonstrate 
a sigdïcant amount of evidence of suicidd ideation and were not selected if suicide 
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was merely tangential or inconsequential. This criterion is based on the reasoning 
that suicide, when more developed, is of greater signincance and value both to the 
author and reader and is also more likely the result of conscious inclusion by the 
author. To an extent, of course, what is central or tangential is subjective, both to the 
author and to the reader. "You are aLl ornithologists," states Jurek Becker, "and 1 am 
a b i r d  (Resistance 270), in describing the relative positions of literary critidreader 
and author, attesting to the very subjective nature of interpretation. 
This study indudes not only straightforward, unambiguous examples of suicide, 
but also novels. such as Uriich Plenzdorfs Die neuen Leiden des ~ungen W. (1972), in 
which the vely existence of suicide, central to the interpretation of the novel in the 
German Democratic Republic, is in dispute; Walter Jens's Nein. Die Welt d e r  
Angeklagten (1950), arguably a case of passive suicide; and Siegfhed Sommer's Und 
keimr zueint mir nach (1953). which, in contradistinction to other novels of the period, 
presents suicide in a popdar, light f o m ,  in what appears to be complete absence of 
politically motivating factors. 
Of the ten novels to be exarnined, two are of the immediate post-war period 
(1945-49). four from the German Democratic Republic. and four from the Federal 
Republic of Gerrnany. As with any classification, the boundaries between time periods 
are fluid. The respective influences of East and West following the war did not begin 
in 1949. Although the occupying forces of the eastern and western German zones 
undoubtedly began to exert influence on the people and institutions they occupied, a 
clear ideologicd division is certain only after the creation of two separate states in 
1949. In 1947, for example, the First Writers' Conference included authors from both 
east and west. and. despite evidence of growing division, did produce a common 
antifascist manifesta (Ehmerich KLeine Literatur2eschichte 58). The separate 
treatment of literature from the GDR and the FRG does not pretend to unravel the 
Gordian h o t  of two Geman literatures, rather separate treatment is based on the 
acknowledgement of uniqueness in the literatures of the politically divided Germany, 
which can be understood in terms of convergence and divergence (Buck 183-192). Put 
another way, the literatures of all countries are similar in some respects. It is the 
differences which set them apart. Given the wedth of primary works, this study 
cannot be exhaustive, but represents a selection of novels based on an extensive review 
of the literature. 
Why suicide? It is a melancholy subject, generally approached with trepidation. 
because it involves not only the contemplation of death, but also the consideration of 
the wilful imposition of death upon the self. The German word Selbstmord connotes 
the human self-prohibition of the subject, inculcated by the pervasive religious 
interdiction contained in the Sixth Commandment. Despite and perhaps because of 
the taboo associated with suicide, the subject has enjoyed wide interest and currency 
in s ~ c i e t y , ~  reflected in the ofken quoted statements of celebrated intelle~ts,~ and 
-4 smTey of the Gerrnan magazine Der Spiegel reveals that suicide has been the subject of an average 
of twelve articles per year for the last thirty years, associating suicide with such diverse factors as political 
leadership (4 1 1989: 290+), political ideology (21 1994: 58+; 36 1976: 36+). biology (24 1982: 22 1). and 
suggestibility (45 1986: 262+). 
'Other famous voices which express the importance of the esamination of suicide are Novalis. in his 
Fragmente (see Jost 225) ancl Camus in his The hlyth of Sisyphus. 
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continurd expression in senous theoretical treatments. Suicide also reverberates in 
common social parlance, in phrases such as suicide doctor, suicide box, suicide 
connection, suicide season, suicide sale, and suicide-blond (Barraclough and Shep herd 
249), giving to each phrase the effect of hyperbole. 
At its most fundamental, suicide is an idea, existing fïrst in the mind, then 
finding expression in language and in deed. It is a part of the "social logic," which is 
reflected in social institutions, among them, religion, law, and Literature (Kra1 249). 
Suicide in fichonal literature derives fkom and becomes a constituent of the general 
discourse on suicide. It also has the potential to contribute valuable insight ïnto 
society's understanding of suicide as an idea (Kra1 253; Willemsen, Introduction 15; 
Ringel, Leben wegwerfen 9-10). Goethe and the "Werther Effect," now also a part of 
general suicidological discourse, provide an apt example of the influence that fictional 
literature can have in the study of suicide (Evans and Farberow 139- 140; Kra1 25 1; 
Van Del 55; Phillips and Carstensen 10 1). 
With Goethe's words as a beacon, the present study endeavours to contribute 
to the general understanding of suicide: "Der Selbstmord ist ein Ereignis der 
menschlichen Natur, welches, mag auch darüber schon so viel gesprochen und 
gehandelt sein als da wiU, doch einen jeden Menschen zur Teilnahrne fordert, in jeder 
Zeitepoche wieder e h a l  verhandelt werden muB" (Dichtung und Wahrheit 583; 
~01.9). 
Defining Suicide 
"Suicide" is a deceptively straightforward concept, but any attempt at definition 
soon calls attention to the elusiveness of the subject. Even in naming this 
phenornenon, the German language observes more semantic breadth than English. 
Whereas English is content to use the noun "suicide" for most situations,%erman 
fieqyently uses no fewer than three substantives: Selbstmord, Suind (Spelt "Suicid 
in articles within Selbstuemichtung, ed. Charles Zwingmann), and Freitod." 
Selbstmord, the most fkequently occurring forrn of the substantive in modern German, 
developed from the expression sich ermorden, introduced in 15 14 by Thomas Munier, 
carries with it the connotation of the injunction against murder (Daube 159). The 
word Suizid often reflects the desire to depart from blaming references to murder 
(Daube 158). And Freitod, a term introduced by Fritz Mauthner, and a concept 
employed by Nietzsche, is a word that reflects the meaning contained in the phrase 
mors voluntaria, a more digmfied or even glorified form of self-kihg (Daube 175- 1'76). 
Ap art from single-word substantives, language exhibits an array of circumlocutory, 
euphemistic, and metaphorical phrases to denote suicide. In German some examples 
5 The first published use of the word "suiciden was in Sir Thomas Browne's Religio Medici (1643) 
(Barraclough and Shepherd I 15). 
6 Dubitscher provides an example of the contmversy surroundhg an appropriate term for suicide. He 
rejects "Selbstmord" a s  too value laden. "Freitod" as incornmensurate with all circumstances and 
"SelbsttotungW as unfarniliar. choosing "Suizid" as Ieaat prejuclicial(l1- 12). 
"Hand an sich legen" (&O the title of the theoretical work on suicide by Jean Améry). 
ALthough this study will necessarily employ the conveniently simpler English term 
"suicide," explication of the various German tems wiU be provided as they arise within 
the literary texts. 
Variation in tenninology is the surface manifestation of a deeper elusiveness of 
concept. Evans and Farberow point to the fact that the term has still to be d e h e d  
satidactorily, stating that "scores of definitions have been employed by writers in the 
field of suicidology" (84). The la& of a consistent definition is largely the resdt of 
differences in theoretical orientation and the spef ic  phenomena under study. In 
order to provide a suitable definitional framework within which to work, the present 
study relies, primarily, on suicidologist Edwin Shneidman's Definition of Suicide 
(1985).~ Shneidman's work, which 'lis considered by authorities as . . . a major 
theoretical treatment of self-destruction" (Evans and Farberow 84), also contains 
within it Shneidman's own caveat: "In suicide, overall, there are no universals, 
absolutes, or 'alls"' (121). Far £rom undermining a serious or Fuithl study of suicide, 
however, the very lack of absolutes has the fortuitous effect of openùig up the discourse 
' 1 n ülrich Plenzdorfs Die neuen Leiden des jungen W. ,-ln Historical Dict ionnry of German Figurati re 
[:sage (Spalding) identifies variations of t he expression, estending back to Johann Fischart's Cnrgcrnt~ra 
(157.5). The expression can also be found in Rilke's "Das Lied des Selbstmorders": 
Halten sie mir den Loffel her. 
diesen Loffel Leben.Nein, 
ich wiil und ich will nicht mehr. 
lasst mich rnich übergeben. (7- 10) 
The mrnrnon characteristics of suicide described in his De/inition of  Suicide ( 1985) are reiterated in 
his more recent work The Suicicial Alind (1996). 
I l  
on suicide. Shneidman not only encourages new ways of approaching the subject (4), 
but uses Herman Melville's Moby Dick as a "case illustration" for his "cornmon 
characteristics of suicide," thereby drawing a co~ec t ion  between chical  obsemations 
and fictional Literature. These "common characteristics of suicide," to be explained in 
greater detail in the section entitled "Methodology." provide a framework through 
which to describe the literary occurrences of suicide. That an examination of suicide 
in literature should contain an element of interdisciplinarity is only reasonable. 
Suicide e>asts as an actual psycho-social event, of which its manifestation in literature 
is a reflection or an interpretation. In order for literary suicide to be recognizabie as 
suicide, it should refiect the real-life phenomenon of suicide. In quasi-Platonic terms, 
one can argue that suicide is of several kinds: in one sense, suicide exists as an idea 
in the minds of individu&; it also exists as an act. committed by individuals in real 
Me; a third type of suicide is represented in the work of the artist, in the case of 
literature, a miter. In literature, suicide does not have a static existence, but rather 
it takes on unique foms as it is interpreted by the literary audience and in further 
derivative works of art. One clear example of this phenomenon can be seen in the 
impact of Goethe's Die Leiden des jungen Werther (1774). The novel was many times 
imitated in other works of fiction and was purported to have led to actual instances 
of suicide.' Important to this study is the application of Goethe's noveI in Uirich 
Tivo earIy examples of parodies generated by Goethe's work are F. Nicolai's Die Fretrden des jrrngen 
Ct.érlhers (1775) and J. F, Kringsteiner's Werthers Leiden (1806). Christel von LaBberg. apparently 
drowned herself in the IIm River caq-ing a copy of &ethe1s Werther. (See "Die Leiden des jungen 
\Verthers." The Oxford Compnnian to German Liieralure). 
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Plenzdorf's Die neuen Leiden des jungen W. (1972)? The literary representation. while 
not necessarily the accurate depiction of an actual instance of suicide, must be 
consistent with the reader's idea of suicide. If the suicide, as represented in literature, 
deviates too greatly fkom the reader's concept of suicide, the theme becornes 
unrecognizable or implausible. Only through a reader's socially constructed 
understanding of suicide is one able to relate to the depiction of suicide in a literary 
conte*. 
Methodology 
The method to be used can be described as a qualitative, case-study approach 
to works of literature, appropnate because it recognizes each work as an individual 
and idiosyncratic artefact, a fact which is also true of actual suicides (Shneidman. 
Definitiorz 12 l), yet does not preclude the finding of commonalities among works. The 
present study conducts what might be termed a "psycho-literary autopsy"lL on each of 
the novels, in order to amass and reconstnict, postdictively," evidence from which to 
understand the fictional suicidal event(s). The evidence gathered is in the form of 
statements or actions in the text. The works can thus exist autonomously as products 
of individual authors and depictions of individual protagonists, yet be comected by the 
'O See Chapter 11. 
'' This term has been adapted h m  "psychological autopsy," used b y  Shneidman (Definition ). 
'2MPostclicti.~-e" is a term used by Shneidman, referring to the gathering of information after a suicide. 
with its opposite being "paradictive" (Definition 12 1). 
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theme of suicide, which is located in and is an expression of socio-politically similar 
conditions. The information gathered is distinctly literary , since the suicide and its 
clues exist as part of a fictional, literary artefact, constructed by an author and 
mediated through various forms of narration. What is presented is no longer a real 
event, rather it is the image of an idea, created by an author and interpreted by a 
reader, 
One of the most s igdcan t  conclusions to be discussed in the course of the 
dissertation is the apparent difference in motivation for suicide as represented in the 
novels of the FRG and the GDR. Whereas suicide in the FRG is closely tied to the 
guilt, real or assumed, for the Nazi regime, suicide in the GDR is the result of the 
codkontation between the individual and socialist society. The results of this study 
could h d  application in the social sciences by contributing to a general understanding 
of suicida1 ideation, and, more spec%cally, to an understanding of suicide within the 
German context. In his work Das Leben wegwerfen? suicide researcher Erwin Ringel 
emphasizes the insights that literature contxibutes to psychiatry by referring to a letter 
that Sigmund Freud wrote to Arthur Schnitzler: 
Ich habe mich OR verwundert gefkagt, woher Sie diese oder jene geheime 
Kemtnis nehmen komten, die ich mir durch mühselige Erforschung des 
Objektes envorben, und endlich kam ich dam, den Dichter zu beneiden. 
den ich sonst bewundert. So habe ich den Eindruck gewonnen, daB Sie 
durch Intuition-eigentlich aber infolge feiner Selbstwahrnehmung--ail 
das wissen, was ich in mühsamer Arbeit an anderen Menschen 
aufgedeckt habe. (qtd. in Ringel 10) 
This study contributes to the knowledge of the therne of suicide. lending itself weIl to 
comparative studies with other periods within German Iiterature and the literature 
of other countries and languages. 
Shneidman's common characteristics provide the present study with an interface 
between observed reality and suicide as a literary event. A basic description of these 
char acteristics follows. 
Shneidman's Cornmon Characteristics: An Interface Between Reality and 
Fiction 
Because the analysis of suicida1 ideation will be facilitated by using 
Shneidman's common characteristics. some familiarity with his terminology is 
essential. What follows is an abbreviated explanation of Shneidman's concepts, as 
outlined in his Definition of Suicide (1985), interpreted and applied in the present 
study. 
Shneidman describes six "aspects of suicide" ("situational," "conative," 
"affective," "cognitive," "relational," and "serial") under which are subsumed ten 
common characteristics. He discusses "characteristics that accrue to most committed 
suicides . . . in as reasonable and as ordinary a language as possible "(Definition 12 1- 
122). 
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The "situational" aspect encompasses the extemal or environmental causes of 
suicide and those events which act upon an individual fiom without. These extemal 
factors produce what Shneidman c a b  "unendurable psychological pain" and 
"hstrated psychological needs." Unable to Iive as one desires, an individual 
experiences metapain, to the extent that self-infIicted death becomes the preferred 
alternative to Me. Important in the examination of suicide is cognizance of the fact 
that the perception of h s t r a t ed  needs is whoIly subjective and idiosyncratic. What 
causes one individual to experience extreme psychological pain may have an entirely 
dflerent effect on another individual. Broadly speaking, the conditions in Germany 
during and f ier  the Second World War form the basis for the situational aspect of the 
novels to be examined here. 
The "conative" aspect has to do with the volitional component of suicide. 
Intentionality of the self-destructive act is an important constraint to the definition of 
suicide, because this separates suicides from accidental and other forms of death. 
Simply put, a suicide must intend his own death. Central to the intentionality of 
suicide are its purpose and goal. Shneidman states that the purpose of suicide is to 
"seek a solution," and the goal of suicide the "cessation of consciousness." Suicide is 
not a random act, but rather the solution to a problem. Important here is that the 
solution found is in extremis. Total cessation of consciousness or "death" becomes the 
ultimate goal of the suicide. In Plievieris Stalingrad, for example, soldiers seek a 
solution to the intense homr  of war. Because they do not perceive other alternatives, 
the goal becomes cessation of consciousness or death. 
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The "affective" aspect of suicide relates to suicide's emotional component. 
Subsumed under this aspect are feelings of "hopelessness-helpleçsness" and 
"ambivalence." "Hopelessness-helplessness." the fkst of these two components is 
characterised by the extreme and utter resignation of an individual to his fate, an 
emotion underlying many other feelings such as shame, guilt, impotence, and 
loneliness. Jurek Becker's novel Jakob der Liigner illustrates well the existence of 
hopelessness-helplessness, an emotion which is combatted in the Jewish ghetto by 
Jakob's fiction of immanent reme. "Ambivalence" is not as commonly understood. but 
is necessary in the understanding of what might otherwise be considered an emotion 
contrary to a suitidal mind. Ambivalence defines an interna1 attitude of conflict, 
where one feels compelled to commit suicide, yet longs for intervention. In Walter 
Jens's Nein. Die Welt der Angeklagten, the protagonist Walter Sturm wrestles with the 
decision to be kiLled. 
In contrast to the emotion of suicide. the "cognitive" aspect represents the logical 
or reasoned part of suicide and the fact that the suicidal person has a subjectively 
sound reason for the act. The term "constriction" refers to the state of "dichotomous 
thinking," in which an individual is unable to consider a range of options to death as 
a means of escaping intolerable conditions. Although to the outside obsewer/reader 
it may seem that many of the characters in the novels have choices other than suicide, 
empirical studies in suicidology observe that suicide exhibits individual or subjective 
kinds of reasoning. One might feel, for example, that the protagonist Bode in Gert 
Heidenreich's Der Ausstieg presents too limited a view of the German situation and 
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that the author has created a suicide which is unbelievable, but his suicide exemplifies 
the idiosyncratic nature of the act. 
"Communication of intention" and "egression" form what are the "relational" 
aspects of suicide. The first of these aspects is especially important in the literary 
context, because it refers to the many ches embedded within the text which help to 
explain the eventud suicide, such as suicide notes, journal entries, or direct 
statements. The literary text provides an additional h d  of relational information. 
Clues to suicide can also be provided by other characters in the text or  by the narrator 
itself. Plenzdorf's Die neuen Leiden des jungen W. is probably the most complex 
example of relational information to be dealt with here, because the deceased narrator, 
who exhibits a changed point-of-view, contributes to the interpretation of his own 
death fiom beyond the gave. The term "egression" in the discussion of suicide simply 
means escape, suicide being the ultimate form of self-escape. 
Probably the least developed of Shneidman's aspects within the fictional 
Literature is the "serial" aspect, which refers to suicide as part of an individual's 
consistent coping pattern when confkonted with difnculties. This would indude a 
pattern of self-destructive behaviour, even suicide attemp ts, prior to a completed 
suicide. Plenzdorfs Edgar demonstrates a pattern of self-destructive behaviour when 
confkonted with problems, a fact which bolsters the argument that his death was also 
an act of self-destruction. In the same way, Leonhard Knie in Siegfhed Sommer's Und 
keiner weint mir nach develops a pattern of behaviour which forms dues to his 
eventual suicide. 
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Shneidman's aspects provide a framework upon which s p d c  textual 
information is built. Knowing, for example, that intentionality is critical as evidence 
of suicide, the textual information supporthg a character's intention to commit suicide, 
be it certain described behaviour, narrated commentary, inner monologue, or direct 
speech, is able not only to demonstrate suicide, but also give s p e d c  reasons for 
suicide. At this point the novel has an identity unique fiom its suicidological 
fkamework and theory. That identity is German, but like the literature in which it is 
reflected, German identity is fluid, unique to a particular period in history, yet joined 
to the periods preceding and following it. The theme of suicide in the works to be 
examined reflects this German identity. 
Still connected through the historical, social, and political context, suicide is 
distinctly literary. Not bound by the constraints of ernpirical veracity, it is Htered 
through the works of its authors, conveying meaning outside the bounds of 
suicidological theory. In order to examine this meaning, the concepts of the 
instrumental and expressive meanings of suicide will be used, based on concepts 
articulated in David Wood's article "Suicide as Instrument and Expression" (1980). 
Purely instrumental suicide is suicide "in which the result aimed at is an empirical 
consequence of the fact of one's death" (Wood 154), such as the avoidance of suffering, 
financial hardship, and humiliation. The suicide of soldiers in Plievier's Stalingrad 
illustrates suicide of this type. Wood defines purely expressive suicide as that "which 
is exhausted by its meaning" (154), that is to Say, suicide in which the communicative 
intent and a desire to be understood is d. Suicide rarely falls strictly into this 
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category, and most cases are a hybrid type, defined by Wood as "expressively 
instrumental" (154- 155). Literature infuses these categories with an added level of 
interpretation. The suicide of a protagonist within a novel, may be examined with 
regard to instrumental and expressive meaning. Kleist and Giinderrode, in WoWs 
Kein Ort. Nirgends (1979), commit suicide in order to escape s a e r i n g  (instrumental), 
but the suicides have very obvious meaning for one another (expressive). One may also 
examine suicide's meaning with regard to the relationship between authorlwork and 
reading audience. Again, in the case of WoIf's work to be dealt with here, one can 
examine the meaning intended andfor effected by the work, i.e. why suicide was 
included in the novel and with what result. 
State of Research 
"The study of suicide has produced a body of knowledge, suicidology," write 
Barraclough and Shepherd, "and those who study and apply it, the suicidologist (sic)" 
(121). In addition to works which examine suicide in a literary context, preparatio n 
for this study necessitated a review of the scientific literature on suicide. Suicide as 
a scient&c discipline is reflected in an abundance of material, whereas the treatment 
of suicide in a literary context is much more lunited. 
In terms of scientSc literature, Shneidmants Definition of Suicide, as has been 
discussed, provides an important framework for a discussion of the suicida1 process in 
human beings. These ideas are again reflected in his more popular treatment of the 
subject entitled The Suicida1 Mind (1996). 
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Contributing to general theory about suicide is a compilation of articles entitled 
Szkid: Ergebnisse und ï%erapie (1982), edited by Christian Reimer. Although articles 
devoted to the recognition of suicide and the association of certain factors mch as 
depression and addiction are useful for general knowledge, only one of these articles. 
"Der Suizid in der Dichtung," by P. Dettmering, looks at  suicide in literature. The 
article examines suicide in Oedipus and Elizabethan dramas, Goethe's Werther and 
others, but mainly fkom the point of view of the Freudian introjected love object, a 
theory not applied to the present study. 
Bridging the gap sornewhat between the sc ienac  and literary discussions is 
Erwin Ringel's Das Leben wegwerfen: Reflexionen über Selbstmord (1978). which 
provides, in addition to an excellent foreword by the author. an in-depth critical look 
at some of the fundamental psychosocial factors involved in suicide. In discussing the 
subject, Ringel makes continued use of examples of the suicida1 process fiom literature. 
Many of the same concepts described by Shneidman are found here, constriction being 
referred to as "Einengung," and communication of intention (relational aspect) c d e d  
"Selbstmordmkündigungen," for example. Injecting his moral stance into his 
discussion, Ringel opposes the view that suicide i s  ever jussable. 
Another important work in the more general discussion about suicide is Roger 
WiUemsents Der Selbstmord (1986). Willemsen presents suicide in a diversity of forms 
and brings together texts from an array of sources, both fictional and non-fictional. 
Included are examples of letters, conversations, autopsy hdings,  essays, stories, 
anecdotes, biographical sketches, interviews, legal documents, and other textual forms. 
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Although the work emphasizes German content, it does not restrict itself thereto. This 
approach provides valuable information when tracing infiuences between literature, 
sociology, and 
about suicide. 
history, underlinkg the reciprocal nature of the different discourses 
The journal Suicide and Life-mreatening Behavior provides a range of very 
usefd articles. David Daube's "The Linguistics of Suicide" provides a good overview 
of the concept and etymology of suicide. l3 More recent general treatments of suicide 
are contained in Kral's "Suicide as Social Logic" and Litman's "Suicidology: A Look 
Backward and Ahead." "War and Suicide" by Rojcewicz and "Suicides in the Nazi 
Concentration Camps" by Ryn supply specifîc information about suicide in war. 
Information rdating to suicide in literature is contained in Lester's "Suicide in Ibsen's 
Plays," Simone et al.'s "Suicide in the Literary Work of Cesare Pavese," and Slabyfs 
"Creativity, Depression. and Suicide." 
As an author and someone persondy f i c t e d  with suicidal ideation Alfred 
Alvarez's work, The Savage God: A Study of Suicide (1972), provides a more 
popularised treatment of suicide. His work provides valuable information concerning 
the various fallacies and theories of suicide, then traces suicide fkom the literature of 
the Middle Ages to the twentieth century. 
I3 Bnrraclough and Shepherd ilisagree with Daube's assertion that the English wortl "suiciden fmt 
appcars in Charleton's The Ephesiun Matron (1659). and maintain that Sir Thomas Browne's Religio 
rlferlici (1643) is the first instance. 
In Literatur und Selbstmord (1965) Hans Jürgen Baden examines the motif of 
suicide h m  the point of view of three authors who committed suicide (Cesare Pavese, 
Klaus Mann. Ernest Hemingway). Although an important study, Baden's work falls 
more in the area of literary biography. He examines the melding of He and work as 
the seismograph of personal destiny. The chapter devoted to Klaus Mann is 
informative because it describes the political engagement of the author and the 
intellectual background of the period. 
"Die Darstellung des Suizids in der deutschsprachigen Literatur seit Goethe" 
(1992), a dissertation by Gabriele Adler, '' investigates, £rom a clinical point of view, 
the relationship between the actual lives of German-speaking authors and their works. 
Her discussion is Limited to authors for whom there is a demonstrable propensity 
toward suicide, many of whom succeeded in taking their own lives. Her study does not 
extend to authors and works of the second half of the twentieth century, however. 
Once again Adler, like Baden, relates the theme of suicide in the literary work to the 
demonstrated suicidal tendency of the author. 
In addition to these larger works, Michael Rohrwasserts "Das Selbstmordmotiv 
in der DDR-Lteratur" (1983) is an important article for the examination of suicide in 
the context of the German Democratic Republic. Rohrwasser outlines the treatment 
of the suicide motif in GDR literature, elucidating important concepts in the ideology 
of socialism and its influence on society. 
L I  This dissenation was obtainecl through the Staats- und Stadtbibliothek in Xugsburg. which has a 
collection of literature on the subject of suicide. 
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In addition to constituting a list of works cited, the bibliography of this 
dissertation provides the reader with additional and relevant material on the subject 
of suicide. 
Scholarly Contribution 
This study, which is in part an application of suicidological theory, examines 
the theme of suicide as it relates to the German novel during roughly forty years after 
the Second World War. Many novels in this period relate suicide directly to the 
political fdout  of the war in Germany. Si&cant too is the discovery that the theme 
of suicide is depicted differently in the two German states. 
As will be shown, connections between the literary depiction of suicide and the 
real-Me phenornenon can be drawn, thus Mbuing the study with relevance beyond the 
stcictly literary sphere. P r imdy ,  however, the study examines suicide in the literary 
context, demonstrating how this theme is used by authors to put forward certain ideas, 
such as the discourse on German guilt and the conoict between individual and society. 

Chapter 1 
Suicide in the German Novel1945-49 
The Anti-fascist Message 
The period f5om the end of the Second World War und the establishment of two 
Germanies in 1949 witnessed the gradua1 alignment of the Soviet zone and the 
Western zones with the ideologies of the respective occupying powers. Despite the 
developing disunity between authors of East and West, evident at the First German 
Writers' Congress in Berlin in 1947 (Bangerter 4), the writers did pass an anti-fascist 
resolution, a posture already evident in works such as Theodor Plievier's Stalingrad 
(1945) and Ham Fallada's Jeder stirbt für sich allein (1947). 
As will be shown, a prominent theme used in the communication of the anti- 
fascist message is suicide. Although Werentiated in their depictions of suicide, the 
novels share much in common. Suicide is shown to be a product of fascism and the 
circumstances surrounding the Nazi regime. Within this context, one of the prirnary 
motivating factors is guilt. This is especially true of Plievier's novel Stalingrad, where 
suicide is largely a collective event. In Fallada's novel, on the other hand, suicides 
motivated by the gudt of association with the regime are contrasted with the suicides 
of those oppressed by the Nazi regime. 
Although similar in that they wrote anti-fascist novels in the immediate post- 
war period, the circumstances under which Plievier and Fallada produced their novels 
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differed. Plievierl was forced into what Dieter Sevin describes as "unfreiwiUige[s] E d  
in der Sowjetunion" in 1934 ("Das Grauenhafte" 296), after having sought refuge in 
Hungary, France, and Sweden. Neither Plievier's stay in the Soviet Union, nor his 
writing of Stalingrad, were born out of ideological cornmitment to the tenets of 
Cornmunism. The fact that Plievier refûsed membership in the Communist Party 
actually jeopardised his existence in the Soviet Union, leading to years of stagnation 
and the near refusal of permission for him to write the novel. Stalingrad, one of 
several treatments of the deoisve military campaign, is the Grst (Balzer 46 1) and best- 
known novel (Wagener 150) to deal with the subject. Other treatments of the 
Stalingrad theme include Heinrich Gerlach's Die verrutene Armee (195 7), Fritz Woss's 
Hunde, wollt ihr ewig leben (1958), Alexander Kluge's Schlachtbeschreibung (1966), 
Johannes R. Becher's drama Winterschlacht (1945), Franz Fühmann's poem "Die Faha 
nach Stalingrad (1953), and Heiner Müller's more recent drama Germania Tod in 
Berlin (1977). Peitsch points out that Plievier's novel was the h s t  big literary success 
after 1945 and, next to Thomas Mann's Doktor Faustus (1947), the work of exile 
literature most reviewed in newspapers (93). PIievier's work also provided some of the 
inspiration for Wolfgang Borchert's weU-known work Draupen uor der E r  (1947) 
(Sevin "Das Grauenhafte" 295). 
The ideological codict  between Geman writers in e d e  and writers of the so- 
called ''inner emigration" was to become a source of vitriol in the post-war period. 
' Spelt "Plivier" unt il 19.33 ("Plievier." Deutsches Liferatirr Lewilzon). 
27 
Fallada,' who remained in Germany, falls into the latter category of writers. Although 
Fallada's Jeder stirbt fur sich allein castigates the Nazi regime, Fallada has been 
criticised for his inconsistent literary stance against Nazism in works such as Wir 
hatten mal ein Kind (1934) (Wolff 15) and, despite his popularity since World War II. 
was for a long t h e  neglected by western critics as being too closely aligned with the 
German Democratic RepubIic (Zachau 12-13). Nevertheless, Jeder stirbt für sich allein 
has been described as the fïrst work of anti-fascist literature produced in Germany 
after the war (Gessler 156). Fallada, who was largely ignorant of anti-fascist 
resistance during the war, was encouraged by Johannes R. Becher to assume the task 
of writing a book about it (Zachau 185). Fallada was given a Gestapo file about the 
resistance of a Berlin couple who began to write and distribute car& discrediting 
Hitler. After two years of activity, the couple was found out and given the death 
sentence. Intended at first as an article and then as a film manuscript, Fallada's book 
grew into a novel. 
Theodor Plievierts Stalingrad (1945): Collective Suicide 
Da erschieBt sich einer, da raumt sich einer noch totaler weg. Das 
geschieht in jeder Stunde, hier und im Umkreis, einzeln und serienweise 
' Act ually Ruciolf Ditzen. 
(das mündliche Verbot des OB ist kein Kraut dagegen). (PlieMer, 
Stalingrad 303; henceforth STA) 
This excerpt, taken fiom Theodor Pbevier's Stalingrad, is but one of many indications 
of suicide in a novel which deals in a graphic way with the fate of the German Sixth 
. h y  during its campaign in and near the Russian city of Stalingrad between 
November 18, 1942 and the capitulation of the army on February 2, 1943. Suicide, as 
it is being conveyed here by an omniscient narrator, is represented as a pervasive 
problem, and the instances of completed suicide and suicidal ideation occur with a 
fiequency and purposefdness which make them a question of central importance. 
Whether for reasons of "patriotism, social integration, and national purpose" (Grollman 
55; Rojcewicz 47-48) or the purgative effect of extenialised aggression (Ringel 68; 
Rojcewicz 47-48), suicide rates in actual wartime conditions tend to fall. The high 
degree of suicide described in the novel would seem to indicate unusual circumstances. 
And indeed, as shall be shown, the German Sixth Amy at Stalingrad, as depicted in 
the novel, lacks the integration and sense of common patriotic purpose otherwise 
common in war. 
Stalingrad does not pursue suicide in the psychic developrnent of any one single 
character in a linear, comprehensive fashion. Instead, the novel depicts suicide as a 
collective e ~ e n t , ~  the result of politically created circumstances. The rapidly changing 
scenes are joined one to another through repeated phrases such as "Und da gab es," 
Jennifer E. MichaeIs also cliscusses Plievier's novei in terms of a "collective protagonist" (126). 
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"Und einige Meter weiter," and "Und sechs Kiiometer entfernt von dieser Stelle." 
contributhg to the simultaneity of place and t h e .  Stalingrad examines in detail the 
suffering and fate of an army "eingekesselt" by its Russian counterparts. Rendered 
impotent, the aggression of the German Army and its soldiers begins to turn inward. 
These situational factors define the environment in which suicide is produced and lead 
directly to what Shneidrnan refers to as unendurable psychological pain and hs t ra ted  
psychological needs (Definition 124- 126). 
Psychological pain and hs t ra ted  psychological needs are, in part, a product of 
the neglect of physical needs. The novel presents the immediacy of war-tirne 
conditions through a near-overabundance of vivid and realistic descriptions of the 
misery and brutality experienced by the soldiers. Referring to the dead as "16 
Kubikmeter Menschenfleisches," "Teile und rosiges Geschlinge." and "erdige Gestalten, 
mit venerrten Gesichtern, mit d o s  aufgerissenen Augen, mit losgetrennten Beinen. 
Armen, halbierten Korpern, unke~ thchen  Fleischstücken" (STA IO), the novel 
accentuates the devaluation of human life which attends physical sufîering. Plievier 
cornes very close to producing inurement in the reader to the carnage described, but 
is able to effectively rehumanise the victims of war by juxtaposing graphic descriptions 
of death with excerpts £rom soldiers' personal correspondence with families. The 
inclusion of personal letters underscores not only that these men were individu& who 
were denied their homes and families, but also that these soldiers had been thrust into 
a single cause and stripped of their identities. 
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An important element in the determination of suicide is its conative aspect 
(Shneidman Definition 128-130). For death to be d e h e d  as suicide, it must be shown 
that a person has intentionally done something to bring about his own death. Only 
then is death removed fkom the realm of the accidental or arbitrary, and motivations 
for self-inflicted death may be pursued. As Shneidman indicates, intentionality is 
commonly characterised by one's search for a solution and a movement towards a 
cessation of consciousness. The novel prot+des many examples of suicide, exhibithg 
a wide range of lethal methods and much evidence of intentionality. Names are 
sometimes attached to the perpetrators, but often are not, and individual suicides are 
developed Little, creating a collage of gruesome snapshots. In many instances, the 
narrator communicates unequivocal examples of suicide in the words of other 
characters: "Im Kom, der Sekreta hat sich erschossen" (STA 27). "heute morgen hat 
sich Feldwebel Pohls erschossen" (STA 133), and "der Obemeterin* hat sich durch 
den Mund geschossen!" (STA 26 1). In other instances, suicide is circumstantially 
deducible: "Einer sagte zu ihm: 'Mensch, machen Sie doch keinen Quatsch.' Doch er 
lief davon. . . . Und da auf dem Gang. . . . Da liegt er. EinschuB in die rechte Schlafe. 
Er hatte bereits gestern den Divisionsant gefkagt, wo man am besten hinschieBen 
müsse . . . (STA 302-303). So pervasive is suicide among the soldiers that it is 
sometimes recognisable to other soldiers in a person's gait: "'Machen Sie doch keinen 
Quatsch, Kumitsch!' Aber Lawkow sah den Un te roee r  davongehen mit diesem 
eigentümlichen Schritt, den er bereits kannte" (STA 360). For some, suicide is 
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methodical and thoughm, with an air of honour (STA 225). for others, suicide is 
hidden or indirect, typified by one who intentionally places himself in a situation 
whch brings about certain death through an extemal force (STA 227; 296; 326). 
Suicide is ofken interpreted and comrnunicated to the reader through other characters, 
in passages such as "jetzt erst begriffen sie: Er will ja par nicht ausbrechen, der wiU 
ja was anderest' (STA 326). The fact that suicide was widely observed and understood 
gives further evidence of the degree to which suicide had become a collective event. At 
one point, the phenomenon is described in terms of "eine Selbstmordwelle nach der 
andeni" (STA 36 1-362). 
To a large degree. the collectivization of the suicidal phenomenon creates the 
impression that the Geman Sixth Army and, by extension, the Geman people have 
turned agauist themselves. Hitler's orders for "Einigelung" and the destruction of non- 
transportable munitions (STA 40) and provisions (STA 2 19) are nothing less than acts 
of self-destruction. The sick are shot and buried (STA 8 l), the desperately hungsr are 
also condemned to death (STA 200). In the face of the German Command's refusal to 
accept the humane terms of capitulation as offered by the Soviets, the Germans 
assume the responsibility for their own destruction (STA 7 1). 
Although the entire army is united in a common fate, which produces extreme 
psychic sdering and the contemplation and commission of suicide, Plievier is careful 
to give responsibility to the system that has bred a suicidal military zeal, a zeal 
inculcated in organisations such as the Hitlerjugend. "Kraftgefühl, physisches und 
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moralisches (und Moral ds Überlegenheit eines angenommenen Herren- und 
Übermenschentums gegenüber einem angenommenen Sklaven- und 
Untermenschentum)," the novel writes of one of the army's indoctrinated, "war in ihm 
entwickelt worden, und darauf gepfropt eine besondere Art, nich auf Selbsterhaltung, 
oft sogar a d  Selbstvernichtung gerichteten bedenkenlosen Mutest' (STA 108). The 
fostering of a willingness to die for the aspirations or  ideology of one's country is not 
something confhed to fascism, rather is a foundation of military thinking. 
The novel levels criticism at members of the officer class as representatives of 
German military authority. Criticism cornes by way of the vision of change fkom 
within, primarily in the character of Colonel Vilshofen, who gives voice to Gerrnan 
g d t  and, eventually, the hope for Gerxuan renewal. 
Colonel Vilshofen: Vision of The New Man 
Colonel Manfred Vilshofen, the conduit of much comment-, is introduced by 
the narrator: 
Und da war Vilshofen. 
Aber Vilshofen, das war noch etwas anderes als nur das Gesicht und die 
Art eines Mannes, es war die V o r s t e h g  einer Welt, wie sie aus Blut 
und Triinen neu erstehen, und die Vorstellung einer Gesellschaft, wie sie 
aus Krwpfen in neuer Gestalt mit veranderten Volkergrenzen und mit 
gehderten Herrschaftsverhaltnissen hemorgehen soute. (STA 12) 
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Although Vilshofen eventuall y experiences the senselessness of Hitler's campaign, 
SeMn points out that Vilshofen is a committed officer of the old school, who, like 
Vilshofen's teacher von Seekt, dreams of an expansion of German territory in the east 
(Sevin Individuum 85). The terms "Blut," "Boden," "Vokergrenzen." and 
"Hemchaftsverhaltnissen" initially give Vilshofen the image of the hero of a novel of 
Blut- und Boden literature. This very association with Nazism, however, contrasts 
sharply with the figure that Vilshofen becomes as the novel progresses. 
Suicide Considered 
Introduced ehus by the narrator, Vilshofen assumes, whether as a fascist or not, 
a pivotal position in the novel and is the figure through whch important themes are 
discussed (Sevin Individuurn 74). Representing an idea which, in the words of the 
narrator, "should" arise fkom the sder ing  and the vicissitudes of the war, the points 
of view of Vilshofen and the narrator are linked. As the novel unfolds, the theme of 
suicide is advanced to the greatest extent by Vilshofen and the narrator. 
Stalingrad is not to be the source of military pride. As the German Sixth Army 
s d e r s ,  ample evidence of suicides arnong the common soldiery is detailed. Not 
surprisingly, as the war progresses, Vilshofen becomes worried and disillusioned, but 
not as a result of the inability of his soldiers to cany out the task given them. As the 
rnditary situation becomes hopeless, Vilshofen realises that the men are dying 
needlessly. Vilshofen gives voice to the tragic enormity of the Stalingrad campaign, 
iden-g the source of so much suffering: "Die Statte der verlorenen Schlacht, des 
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verlorenen IGieges, der Zenithohe deutschen Machtstrebens, der schwersten 
Niederlage in der deutschen Kriegsgeschichte, des tiefkten moralischen und politischen 
Falles des deutschen Volkes" (STA 323). Stalingrad is not only a lost battle, but also 
the moral and political low point for the entire German people. Despite the 
concentration of action within the field of battle, Vilshofen broadens the scope of 
responsibihty, situating it squarely with the German people. 
Vilshofen is portrayed as uncharacteristic in his criticism of German military 
tactics and his defiance of authority. Increasingly sceptical of the direction and 
leadership of National Socialism, Vilshofen toils over the idea of suicide, at h s t  
promoting it as the logical consequence of the hopelessness-helplessness of the 
situation, a common emotion of suicide (Shneidman, Definition 13 1). In conveying 
ideas and opinions, the convergent voice of the narrator is often indistinguishable fiom 
the inner thoughts of Vilshofen. In one typical example, Vilshofen considers suicide 
as an inevitability, given the hopelessness of the circumstances: 
Man hat zu warten, auf das Ereignis, und zwar von auBen. Von auBen 
muB die Tür aufgemacht werden. Die Hand, die sie von innen geoflhet 
hatte, ist nicht da. Des eigenen Entschlusses hat man sich begeben. Das 
ist die Tragodie der M-er hier M Keller, der ganzen Armee, eines 
ganzen Volkes! Das war es, was Vilshofen dachte, und weiter dachte er: 
Das einzige, was zu beschlieBen bleibt, ist der Griff nach der 
Pistolentasche. (STA 29 1) 
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Euphemistically contained in the expression "Griff nach der Pistolentasche," the act 
is somewhat distanced, stiU just the contemplation of a violent self-destructive act. 
The novel describes men who are impotent to act and yet unable to decide their own 
fates. Suicide, though a forbidden act, constituting surrender or desertion, is perceived 
as the only alternative. In their constricted state of thinking, the soldiers' options are 
reduced to murder from without or suicide &om within. Suicide represents a kind of 
Freitod, and although this word is never used in the novel, suicide remains the only 
act of fkeedom lefi to them. The fate of the encircled army is generalised to include the 
tragedy of the entire Geman people. Suicide thus becomes the contemplated solution 
for all, as a way of assuming control over oneself. Although the narrator distances 
himselfslightly fiom the character of Vilshofen through phrases such as "das war es, 
was Vilshofen, dachte, und weiter dachte er . . ." (STA 29 l), the identification between 
Vilshofen and the narrator is sufficiently established so that Vilshofen's thoughts are 
Little more than the preaching of the narrator. 
Despite the generalised pronouncements of German gui&, the plight of the 
ordinary soldier, however desperate, is shown to be qualitatively different fiom that 
of the officer class. Through Vilshofen, critickm is levelled at the officers, who, as the 
crisis intensifies, can be seen looking for "Schutz und Schild" in a hymn book (STA 
295), or reading Goethe's Faust, dreaming of an heroic death (STA 294). "Die haben 
noch die Wahl," Vilshofen says to himself, ''und wir werden sehen, ja, das will ich noch 
sehen, was sie wahlen" (STA 295). Vilshofen here refers to the choice that t e  sees open 
to the officers, a choice which he thinks improbable as they elect to hide behind 
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reasons .such as religion: "der Oberstleutnant hat sich deutlich darüber ausgesprochen, 
daB ihm religiose Gninde gewisse Handlungen, und dam gehore der Selbstmord, 
verbieten" (STA 295). Apart from the religious injunction against suicide, obedience 
in the military chain of command provides as persuasive a reason as any not to commit 
suicide. 
Suicide Rejected 
Vilshofen himseIfcontemplates suicide, but, paradoxically, in the presence of so 
much violence, is unsure of how to accomplish it. "Aber wie geht das vor," he says to 
himself," wie geht dieser letzte Akt vonstatten! Wie? Wie?" (STA 295). The question 
of suicide, reintroduced in the narratorial statement "Da war die Frage wieder, die 
unvermeidliche" (STA 298), becomes pervasive, not ody in the thoughts of ViLshofen, 
but among the other officers as well. The central dilemma becomes "was tut man. und 
wann tut man es, und wie tut man es?" (STA 299), a consideration met with the 
militaq prohibition: ". . . der Oberbefehlshaber hat sich mündlich gegen den 
Selbstmord entschieden und hat den Selbstmord verboten!" (STA 299). 
Notwithstanding the injunctions already mentioned, one officer admits the obvious: 
"Es ist nicht so einfach, sich selbst zu erschieBen!" (STA 299). 
Defeat and disgrace at the hands of the Russians are also co~ected  to the 
contemplation of suicide: 
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Baron von Bauske führte das Wort. Thema: Selbstmord in aussichtsloser 
Lage. Er enahlte eine Geschichte aus seiner Heimat, aus Rakwere in 
Kurland, wo im Jahre 1625 von Russen eingeschlossene Deutsche sich 
mit Frauen und Kindern in die Luft gesprengt hatten; und er w d t e  noch 
andere ahnliche Beispiele. (STA 38) 
But suicide in such circumstances constitutes desertion (Dubitscher 1 l), unless it 
becomes the official order of a comrnanding body, in which case it constitutes a lms t i c  
suicide..' 
In his schematization of the commonalities of suicide Shneidman discusses the 
cognitive aspect of constriction, the dichotomous thinking that accompanies suicide. 
This constriction is succinctly expressed by one officer in the novel as, "Gefangenschaft 
gehen--erschieBen?" (STA 375). Many are unable to conceive of any other option than 
suicide, and to be captured by the enemy was tantamount to death. Because Hitler, 
contrary to sound militas. judgement, has proclaimed "Kapitulation ausgeschlossen," 
the allegiance of the officer corps to Nazi leadership begins to break down, causing one 
general to state openly "ich Selbstmord begehen, für diesen hergelaufenen 
Lumpenkerl? Nein!" (STA 299). The reaction to this anti-Hitler admission is described 
as a kind of revelation among other officers for whom outward allegiance to the Führer 
had been almost sacrosanct: 
'' Altruistic suicide is a concept developed by Emile Durkheim and 1s characterised by imrnoderate 
identification of an individual with a social group, to the extent that one sacrifices oneseif for the causes 
of the p u p  (Evans and Farberow 11). An example of aitruistic suicide is founcl in the case of the Masacla. 
In AD. 72-73 many tJews committed mass suicide in orrler to prevent capture by the Romans (Evans and 
Farbemw 196). 
Da war Staunen, war Fassungslosigkeit und Bestünung, war h g s t ,  
sogar panische Angst. 1st es denn moglich--ein Gotzenbild wird 
umgeworfen, und kein Donner und Feuerstrahl fahrt vom Himmel und 
veniichtet den Frevler? (STA 299) 
What to a present-day audience might be a laughable reaction to an innocuous 
statement of non-cornpliance, miist certainly have been powerful to a post-war 
audience, whose mernories of ~ t h l e s s  totalitarian rule were still fi-esh. Sevin 
identifies the breach of military fealty as being a hirning point in Vilshofen's own 
consideration of suicide (Individuum 102). offering as proof the following passage: 
GegenstoB oder Bahndamm oder einfacher Selbstmord gdt dabei 
gleichviel . . . . Mit dem toten Mann macht man was man will. Der tote 
Mann ist dam schlieBlich für die Sache gestorben, für die verruchte. bis 
ins Hen stinkige Sache, und mit seinen Knochen wird getrommelt, auf 
daB der Zug des Todes weitergehe. (STA 30 1) 
This passage i s  a legitimation of a growing sentiment that death in any form advances 
Hitler's cause and would be as senseless as Hitler's cause itself. Although Sevin 
attributes the commentary to Vilshofen, it would seem more likely a part of the more 
general commentary of the narrator, because there is much to suggest that Vilshofen 
himselfcontinues to consider suicide as an option. "Eine Frage gestatten Sie mir noch, 
meine Herren!" Vilshofen later asks: "Ich habe vorher die Tendenz bemerkt, nichts zu 
tun und das Ereignis an sich herantreten zu lassen. Auch nichts gegen sich selbst zu 
tun, ich meine, auch nicht die Hand gegen sich selbst zu erheben" (STA 320). The 
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officers' immediate responses to Vihofen's unabated pursuit of the question of suicide 
clearly depict him as still heavily involved in the contemplation of suicide as the 
following quotations would indicate: "Mein Gott, geht das n u  schon wieder los!", 
"Dieser Vilshofen ist ja geradezu wie der rauhe Stnck, den wir notig haben, um uns 
auauhiingen!", and "Es ist zum Verzweifeh, aber andererseits ist es wahr, die Frage 
ist in der Tat nicht geklart!" (STA 320). Appealing to the consciences of these men, 
Vilshofen argues that to remain dive when all other soldiers have died is 
unacceptable, but to jump fkom a sinking ship, something denied the common soldiery 
(STA 320), would be inconsistent, an argument which illustrates M e r  the dichotomy 
between self-preservation and self-destruction. 
Vilshofen does eventually abandon suicide as an alternative to intolerable 
circumstances. Kis new position observes He as the mordy  highest road, the road of 
greatest responsibfity. Vilshofen now urges one to reject death for one's country, a lie 
which has been perpetuated in the phrase "Sie starben, damit Deutschland lebe!" (STA 
320), and asserts that to die because of the crimes committed would be too much. He 
offers instead what he perceives to be the fate of those Germans who remain alive: 
Das ist die Lage, unsere besondere Lage, meine Herren: das hebt die 
Folgewidngkeit des Trotzdem-am-Leben-Bleibens auf. Das Leben 
empfangen Sie wieder als Lebensurteil! Nur gegen den: nur gegen ihn 
und gegen das an Deutschland und den andern Volkern begangene 
Verbrechen! (STA 32 1) 
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Vilshofen phrases the fate of Germans in a juridical way, as a "life sentence," implying 
that one will carry the responsbilily and the guilt associated with the injustices of the 
w ar. In pronouncing his sentence, Vilshofen describes "das Verbrechen" as having 
been committed not just against other people, but against Germany as well, once again 
placing blame on the officers of the German military. 
Schuld--Sühne! 
Wenn Ursache ohne Wirkung, wenn Schuld ohne Sühne bleiben komte-- 
das Gleichgewicht der Welt w&e gestort, und kein Bestand der Dinge 
w&e, und nur noch Verkehrung. 
Und das kann nicht sein! (STA 157- 158) 
The thoughts of an army pastor as he gives last rites to the dying express the theme 
of guilt which is inextricably bound to the theme of suicide. Self-sacrifice as atonement 
for sin with its ultimate expression in the Cmcifkion, is alluded to in the novel when 
Vilshofen states, "meine Herren, begreifen Sie . . . das grüne Flackern des 
Weltuntergangs und Ostermorgenlicht zugleich am Hirnmel!" describing himself' as 
"noch nicht gestorben und schon wiedergeboren" (STA 30 1). Whereas Christ dies for 
the sins of the world, the character Vilshofen describes absolution for wrongdoing 
without the necessity of death. 
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There is a continuing religious presence throughout the novel, as armg 
chaplains are dedbed  ministering to the dead and dying. Near the beginning of the 
novel, as officers discuss suicide as an honourable way out of an inescapable situation, 
a minister is asked his opinion about suicide, to which it is stated that, "der Pfarrer 
hatte eine Reihe Argumente gegen den Selbstmord, die er vorbrachte" (STA 38). 
Although the reasons are not elaborated on in the text, it can be assumed that the 
central argument relates to the religious prohibition of murder, as reflected in the word 
Selbstmord. As the ciergy constantly witness senseless death, the war is increasingly 
associated with @t. "Mt jedem Sterbenden starb er," is written of one such chaplain 
"und mit jedem Leidenden W t e  er eigene Schuld anwachsen" (STA 157). As the 
novel progresses and conditions become worse, religious disposition changes in favour 
of suicide as a merciful termination of p h :  ". . . und ich verstehe es, ich kann es 
verstehen," says one minister, " w e ~  heute einer mit sich SchluB macht und sich das 
Leben nimmttt (STA 260). 
"Ohne den Weg der Reinigung aus der Tiefe des SchddbewuBtseins," states 
Karl Jaspers, "ist keine Wahrheit für den Deutschen zu verwirklichen" (Schuldfrage 
84). It is with this consciousness of g d t  that the novel grapples: 
Wie schwer wiegt die Schuld? 
Wieviel wiegt die tote Stalingradarmee, wieviel wiegt dieser 
gespenstische Gefangenenzug, und was ist noch auf die Schale zu legen? 
1st die Schuld auhwiegen, wie ist sie aufiuwiegen? (STA 391) 
42 
Although the novel imputes to Gemans cr iminal ,  political, moral, and metaphysical 
guilt,%mphasis is clearly placed on the responsibility of the military: "Artillerie. 
Granatwerfer, Panzer--eine ganze Maschinerie der Holle, wie deutsche Technik sie 
entwickelt, deutsche Arbeit sie überdimensioniert, eine deutsche Generalitat sie 
dbrauch t  hat, u m  andere Vollrer zu zertreten" (STA 206). Appealing to a Gemany, 
"desselben Volks, das einen Gutenberg, einen Matthias Grünewald, einen Martin 
Luther, einen Beethoven, einen Immanuel Kant hemorgebracht hat" (STA 39 1). the 
narrator implores the reader to summon courage and the knowledge of a different 
German identiw and history-, with a view to the rebuilding of Germany. "Stalùigrad 
war der Preis fiir Sterben und Krankheit, für Verstümmelung und Hunger und 
Strapazen und Schw&ren, und es bedeutete die Vergebung aller Sünden" (STA 65). 
This hopeful statement by the narrator early in the novel expresses a rather naïve 
optimism. Although the people of the Federal Republic of Germany would rebouod 
economically following the war, the chasm which would divide Gemany as a result of 
war has had effects which seem to have outlasted even r e d c a t i o n ,  perhaps one 
reason why the book has lost the popularity it Çst enjoyed. 
The Meaning of Suicide 
In an attempt to  convey historical authenticity Plievier interweaves his novel 
with actual documents such as soldiers' letters, eye witness accounts, Russian offers 
5 For a discussion of these terms, see Jaspers. Die Schtrldfru~. 
43 
of capitulation, and speeches by Goebbels and Hitler (Sevin, "Das Grauenhafte" 297). 
Although based on actual documents of German soldiers, there is no evidence to 
suggest that suicide took place on the massive scale depicted in Plievier's novel, 
reasonable though it wodd have been in such Qicumstances. The theme of suicide, 
however consciously developed by the author, performs a function that goes beyond 
Shneidman's largely descriptive classification. 
By connecting the collective condition of suicide to the moral conscience of the 
repentant officer Vilshofen, Plievier creates the perception that contrition was a 
widespread sentiment, something which was obviously welcomed in the wake of the 
war. Suicide or the contemplation thereof represents the ultimate existentid crisis 
and Stalingrad was ofteii praised for the cathartic effect it had on its readers (Peitsch 
94). It might be said that the novel's pronouncement of collective g d t  and the 
contemplation of suicide allow the German reader of the day to be purged of feelings 
of self-blame, and thus to move away f?om self-destruction. 
The eventual rejection of suicide as an option is consistent with the affirmative 
example of the socialist "positive hero," but many critics would suggest that Plievier's 
novel is not an example of tendentious socialist literature (Peitsch 94-95). Comparing 
Stalingrad to Johannes R. Becher's Winterschlacht: Eine deutsche Tragodie (1953), 
MichaeLs posits that whereas Becher's work is iduenced by an ideology similar to that 
of the Soviet Union, Plievier, through his documentary approach is able to avoid such 
ideology (123). 
The description of a "Selbstmordwelle" is testament to the fact that suicide is 
depicted in Plievier's novel as having a suggestive effect on soldiers, that is to Say that 
the observation of suicide often led to suicide in others. The representation of suicide 
in the novel as an epidemic brings the issue of suicide as a serious problem to the 
consciousness of the reader, augmenting, in combination with Vilshofen's overt 
comtemplation of suicide, the overall presence of the theme. 
The most salient fiuiction of the theme in the novel is one of expressive meaning 
f?om the author/narrator to the reader. Suicide in the fictional context represents the 
height of German guilt and anguish following the war. But the expressive message to 
the reader is an injunction against suicide as a logical way out. 
Hans Fallada's Jeder stirbt für sich allein (1947): Suicide and 
Anti-Fascist Resistance 
Like Plievier's Stalingrad, Fallada's p ostwar novel Jeder s tirb t für szch al lein 
(Henceforth JSA)6 presents the Second World War and National Socialism as the 
precipitating historical and political events of suicide. Whereas Stalingrad deals with 
German issues in a foreign setting, the action of Fallada's novel is situated within 
Germany, and thus the physical locations of the authors are mirrored in their novels. 
Although g d t  and egression from intolerable circumstances are associated, to an 
Fallada's novelDer Alpdnrck (194'7) also contains much suicida1 ideation, although the novel leaves 
the fate of the protagonists open. In the novel. egression takes the form of pharmamthemia. pmducing 
a state referred to in the novel as "der kleine Tod." 
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extent, with suicide in Fallada's novel, Jeder stirbt fur sich allein is primarily a novel 
of resistance, perhaps even the fïrst postwar novel to treat the subject of anti-fascist 
resistance (Gessler 156). The material for Fallada's novel is based on actual Gestapo 
documents and was first published as an article entitled "Über den doch vorhandenen 
Widerstand der Deutschen gegen den Hitlerterror" (Gessler 155). 
Suicide as Resignation: Frau Rosenthal 
Common to a l l  suicides in the novel, the terror of the Nazi regime creates a 
climate in which injustices are committed against human beings. This is particularly 
the case for someone of the Jewish faith, and Fallada, unlike Plievier, devotes at least 
a small amount of attention to this significant aspect of Nazi terrorism. The novel's 
character Frau Rosenthal is a victim of Jewish persecution, probably the aspect of the 
war most commonly associated with Nazism. 
The persecution of Frau Rosenthal is revealed in its extreme, at a time when the 
machinery of hate has created a sense of constant threat for her and those like her. 
Thus it is the presence of f e a .  which contributes to Frau Rosenthal's psychological 
pain: "Seit Monaten hatte sie in Furcht und Unordnung gelebt, zwischen gepackten 
Sachen, stets gewartig des brutalsten Überfalls. Seit Monaten kannte sie weder Heim 
noch Ruhe, noch Frieden, noch Behagen" (JSA 85). Dignity, peace, and security are 
psychological needs of which Frau Rosenthal has been robbed. Only a memory now are 
the times that she and her husband "noch angesehene, geachtete Menschen waren, 
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nicht gehetztes Ungeziefer, das zu vertilgen Pflicht ist" (JSA 86). Frau Rosenthal's 
opinion of herselfreveals a sense of dehumanisation and an extemal threat to her very 
existence. Her eestence, so closely associated with that of her husband. has already 
been partially destroyed in that her husband has been incarcerated by the authorities. 
The uncertainty of his fate is an additional source of psychological pain for Frau 
Rosenthal. 
The very real elimination of Çeedom in Frau Rosenthal's life leads to a 
constricted view of life itself. As if' to mirror her mental state of constriction, Frau 
Rosenthal is obliged to take up "Schutzhaft" with a neighbour, a refuge which becomes 
a prison. Desiring escape from her imprisonment, she reflects "das schlimmste war 
nicht so schlimm wie dieses tatenlose Eingesperrtsein" (JSA 126). In order to attain 
parfial egression from, and to cope with, her circumstances, Frau Rosenthal resorts to 
sleeping pillç: "Nun schüttelt sie d e ,  zwolf oder vienehn an der Zahl, in ihre hohle 
Hand geht zum Waschtisch und spült sie mit einem Glas Wasser hinunter" (JSA 12 7). 
Part of Frau Rosenthal's fnistration lies in her admitted inability to act. The act of 
taking drugs gives her at least a rnodicum of control over herself. In a state o f  
hallucination and wakefid sleep, Frau Rosenthal imagines her husband to be 
returning home and ventures out of the safety of her neighbour's room. Symbolic of 
her liberation, she is not wearing the compulsory "Judenstem," and eventudy retunis 
home only to be met by three members of the SA. Interrogated and beaten, she seeks 
an end to her pain in total cessation of consciousness. Her leap from a window is fatal. 
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In a study of the novel Kieser-Reinke devotes little space to the aspect of suicide. 
Of Frau Rosenthal's suicide she says: "Frau Rosenthal, die als Jüdin von der Leser- 
Erwartung her als Opfer par excellence pradestiniert sein dürfte, müBte eigentlich 
ungleich s takere Sympathie erwecken als ein Kommissar Escherich" (121-122). 
Although it is true that Frau Rosenthal's suicide evokes great sympathy in the reader, 
such short commentary does not do justice to Frau Rosenthal's plight. Her suicide is 
fundamentdy different from that of other characters, and not just in the degree to 
which it affects the reader. Frau Rosenthal has been dehumanised and isolated by the 
Nazi regime. Deprived of her husband and her belongings, she loses her co~ec t i on  
with her home, a home which has become unrecognisable and inhospitable. Although 
she too is German, she has been dehed  out of society solely because of supposed "non- 
Aryan" ethnicity. Legalised brutahty towards Jews denies her the most basic rights 
in society. She, unlike all others in the novel. does not even have the option of quiet 
conformity. 
Guilt and Suicide: Escherich 
Unlike Frau Rosenthal, Escherich is a figure who, as a Nazi official, is in a 
position of power. Quite rightly Kieser-Reinke asserts that the suicide of Frau 
Rosenthal should evoke much stronger sympathy in the reader than that of Kommissar 
Escherich, because, as a Nazi officer, he  was the source of pain for others (122). 
Escherich's suicide, Kieser-Reinke continues, "selbst wenn man ihn als eine Art Sühne 
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verstehen will," is "kaum mehr ah eine Kompensation allzu grosser Antipathie" (122). 
Although it is true that Escherich is part of the grisly Nazi machinery, he does not 
present quite the negative picture that Kieser-Reinke would suggest. Although 
Escherich is a Gestapo official, his actions and the opinions of others portray him as 
rather different than the typical Nazi official. In his interrogation of one Frau Gesch, 
Frau Gesch contrasts him favourably with others in the Gestapo and thus he is 
purposely distanced £rom the brutality associated with that agency. Escherich is 
clearly in a state of confiict about his function. Although he despises hs superiors. he 
nevertheless continues to operate with them out of cowardliness and opportunism. 
Like Vilshofen in Plievieris novel, Escherich is presented as someone who is 
fundamentally different from those around him, and it is during his involvement with 
the case of the "Klabautermann" (here, someone involved in the dissemination of anti- 
Nazi cards), that he begins to experience the feelings of g d t  that eventually lead to 
his suicide. His less aggressive approach to the solving of the crime meets with the 
disapproval of his superiors, who h d  his methods suspicious (JSA 338). Escherich 
arranges for the care of the sick Anna Quangel, one of those responsible for the 
Klabautermann actions of resistance, and is even judged by Otto Quangel to be "kein 
schlechter Mann" (JSA 419). Escherich himself eventually becomes a direct victim of 
Nazi terror, when he is tortured for the lack of progress in his investigation, again 
underscoring his distinctness from his fellow Gestapo. Escherisch witnesses the 
beating of Otto Quangel and is profoundly afSected. Following the beating Quangel 
appeals to Escherich's conscience: "Sie arbeiten fiir einen Morder, und Sie liefern dem 
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Morder stets neue Beute." He says of Escherich after the beating, "Sie tun's für Geld, 
vielleicht glauben Sie nicht mal an den Mann. Nein, Sie glauben bestimmt nicht an 
dm. Bloû für Geld . . ." (JSA 426). It is these statements that cause Escherich to 
seriously ponder his own existence, realising the truth in what Quangel has said. He 
feels remorse and responsibility for Quangelts torture and asks, "was hat das d e s  für 
einen Sinn?" (JSA 429). His question is reminiscent of Vilshofen's contemplation of 
the war in Stalingrad. 
Deeply disturbed by his own responsibility for the mistreatment of Quangel, 
Escherich's thinking becomes constricted He considers emulating Quangel's courage: 
" W k e  es noch moglich, ich würde fortgehen von hier, ich würde etwas beginnen wie 
Otto Quangel . . ." (JSA 429), but is compelled to admit his cowardice. In the logic 
typical of constriction, Escherich perceives his only alternative to be suicide. His 
reason is clearly related to his feelings of guilt as he contrasts his actions with 
Qu angel's activities of p olitical resistance : 
"Hier stehe ich, wahrscheinlich der einzige Mann, den Otto Quangel 
durch seine Karten bekehrt hat. Aber ich bin du nichts nutze, Otto 
Quangel, ich kann dein Werk nicht fortsetzen. Ich bin zu feige dam. Dein 
einziger Anhhger, Otto Quangel!" 
Er zog rasch die Pistole hervor und schoB. (JSA 430) 
Fallada's inclusion of the converted Nazi is implausible only if one considers Germans 
t o  be inherently evil. Just as Fallada portrays certain individuals as completely 
unremorseful and committed to the tenets of National Socialism, it is also reasonable 
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that he present one case where a high ranlang official is capable of regret and feelings 
of g d t .  Unlike PLievierls Viishofen, however, Escherich is not spared death. 
Escherich demonstrates recognition of error and a repentant spirit, but for him 
atonement does not include the continuation of his existence. The cowardice that he 
admits to proves fatal, the act of suicide the result of his unwillingness to submit to the 
Nazi torture he saw inflicted on so many others. Fallada it seems does not allow for 
the rehabilitation of even this contrite Nazi. 
Suicide and Active Resistance: Otto and Anna Quangel 
For Otto and Anna Quangel. the distributors of anti-Nazi material and the two 
main charaeters in the novel, the initial link in the chah of suicida1 development is 
one characterised by the guilt which follows the reception of a letter announcing the 
death of their son Otto in the war. Anna Quangel clearly comects her son's death to 
the war, blaniing not only fascism, but also her husband, whom she sees as having 
digned himself with the Führer. "Aber das [death of her son] habt ihr angerichtet mit 
eurem elenden Krieg," she says to her husband, "du und dein Führer!" (JSA 17). 
Forced to examine his relationship to fascism, Otto Quangel redises the degree to 
which he has been apathetic in his political stance (Gessler 158). Similar to the effect 
later produced by Otto himselfon Escherich, a Nazi official, Anna's accusations bring 
about a transformation in Otto, and he devises a plan. Disappointment at the 
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revelation of Otto's plan of resistance, in which anti-fascist car& will be distributed, 
Anna ponders what she perceives to be her husband's cowardice and inadequacy: 
Mein Gott, was hatte sich dieser Mann da ausgedacht! Sie [Anna] hatte 
an groBe Taten gedacht (und sich auch vor ihnen gefürchtet), an ein 
Attentat auf den Führer, zum muidesten aber an einen tatigen Kampf 
gegen die Bonzen und die Partei. 
Und was wollte er tun? Gar nichts, etwas lacherlich Kleines, so etwas, 
das so  ganz in seiner Art lag, etwas S a e s ,  Abseitiges, das ihm seine 
Ruhe bewahrte. (JSA 149) 
In tune, Anna's contempt for the plan gives way to admiration and even fear that the 
initiative may be too dangerous, especidy in view of the fact that the car& are k i n g  
methodically hand printed by her husband (JSA 151). The decision to continue 
disseminating the anti-fascist car& marks the couple's assumption of greater risk and 
danger and the development toward suicide. "Wir haben keine Angst," Otto Quangel 
says to his d e ,  "wir wissen, was uns droht, und wir sind bereit, zu jeder Stunde sind 
wir bereit-aber hoffentlich geschieht es zu einer moglichst spaten Stunde" (JSA 332). 
As the possible consequemes of their actions are examined, Otto Quangel begins to 
elicit the constriction typical of suicida1 thought. For him, the only alternative to his 
resistance activity is death. Death, however, is for a time still seen by Otto as 
something imposed hom without. 
Ambivalence, one of the common affective aspects of suicide described by 
Shneidman, is characterised here by the willingness to die for a cause and a coexisting 
desire to live: 
Wer will denn sterbea . . . . Auch ich will noch leben. Aber es ist vielleicht 
gut, Anna schon M mhigen Leben an ein schweres Sterben zu denken, 
sich darauf vorzubereiten. DaB man weiB, man wird anstandig sterben 
komen, ohne Gewimmer und Geschrei. Das fhde ich ekelhaft. (JSA 335) 
Otto Quangel now speaks of "ansthdig sterben," dying with dignity, an indication that 
he contemplates more control over the method of death. The contemplation of suicide 
replaces death by the hand of others as a way to preserve his freedom. 
In Kieser-Reinke's opinion, neither of the Quangels ever commits suicide. The 
present study daers somewhat in its interpretation of the events. It is clear that the 
Quangels engage in their activity distributing car ds wit h mutual cornmitmen t . When 
it cornes to suicida1 ideation, however, they differ markedly fkom one another. The 
reason, very simply, lies in their differing views toward religion. For Anna Quangel, 
who has a strong faith, fate is left in the han& of God. Although she accepts the 
cyanide capsule provided to her by the retired rnagistrate Fromm, she eventually 
disposes of it, leaving her fate to God, and eventually dies in a bombing raid. Otto 
Quangel, on the other hand, has lost his faith: "An Gott konnte niemand mehr 
glauben," he says, " es war unmoglich, daB ein giitiger Gott solche Schande, wie sie 
heute auf der Welt war, zulie13" (JSA 350). The very possibility of suicide, provided by 
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the capsule of poison Otto carried in his mouth, provided liberation and gave him 
control over his own death: 
Dieses Rohrchen mit der wasserhellen Blausaurelosung hatte ihn f?ei 
gemacht. Die andern, seine Leidensgefahrten, sie muBten den letzten 
bitteren Weg gehen; er hatte die Wahl. Er k o ~ t e  in jeder Minute 
sterben, er m d t e  nur wollen . . . . Er, der Besitzer dieses Glasrohrchens, 
fürchtete den Tod nicht. Der Tod zu jeder Stunde bei ihm, er war sein 
Freund. 
Und in der GewiBheit, daB ihm nichts mehr geschehen konnte, daB 
er hier--vielleicht zum erstenmal in seinem Leben-ganz er selbst sein 
konnte, unversteut er selbst, in dieser GewiBheit fand er Ruhe, 
Heiterkeit, Frieden. (JSA 534-535) 
"To choose suicide is not to choose to die," David Wood has stated, "Being mortal, 
we have no choice about dying. What the suicide chooses is how, when. and where he 
will die, and perhaps to what end and with what meaning" (151). For Otto Quangel 
control over his own death. during a time when the threat of death fkom without is 
immanent, gives new meaning and peace to his Me. 
Jetzt! dachte es auch in ihm, und seine Zahne wollten die 
Zyankaliampulle zerbeiBen . . . 
Da wiirgte es in ihm, ein Strom von Erbrochenem füllte seinen Mund, rif3 
das Glasrohrchen mit . , . 
O Gott, dachte er, Ich habe zu lange gewartet . . . (JSA 562; ellipses in 
original) 
Quangel is robbed of control over his own death. but his intention to bite the cyanide 
capsule and commît suicide is clear. His body continues in symbolic protest for three 
minutes after he has been beheaded By robbing Otto Quangel of control over his own 
death, Fallada pa2sents an inconsistent and pessmistic view of resistance in the novel. 
For Otto Quangel, suicide was another aspect of the resistance he had so valiantly 
carried out and in the end the meaning of his anti-fascist activity is diminished. 
Minor Characters 
The suicides of minor characters in the novel, while not adding signifcantly to 
the representation of the development of suicide, do contribute to the presence of 
suicide as a fiequent act of egression common among German people who clashed with 
the totahtarian system. 
The suicide of Enno Kluge cornes about as a direct result of the coercion exerted 
by Escherich. Kluge, a hapless profiigate without real political conviction, becomes the 
gratuitous victim of Escherich in a bizarre example of kindness. Knowing that Kluge 
will be interrogated and tortured by the Gestapo for the "Kiabautermann" crimes, 
Escherich convinces Kluge that suicide is the only act of fieedom possible (JSA 304). 
Kluge, who is desperately afkaid of drowning, h a l l y  shoots himself when Escherich 
threatens to throw him into the water. 
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Trudel Hergeseil, who has become involved in the dissemination of Otto 
Quangel's car&, eventually loses husband and son to the Nazis. In the desperation 
she experiences as a result of her incarceration by the Nazis, she gains access to the 
staimell and throws herself down ( G A  495). For her, death is equated with "Frieden" 
(JSA 494). 
The Meaning of Suicide 
Fallada's novel presents suicide in a more differentiated way than does Plievier's 
novel, partly because of the more W t e d  s e h g  of Stalingrad. Unlike Plievier's novel, 
where suicide seems to be considered and rejected by Vilshofen, the narrator, and by 
the author as senseless, Fallada's novel justifies the use of suicide in extreme 
circumstances. Frau Rosenthal's and h d e l  Hergesell's suicides are the natural 
rejection of an oppressive existence. There is never the suggestion that these 
characters had other reasonable recourse. They, like the common soldiery in Plievier's 
novel, had very limited power w i b  the system. In the example of Escherich, Fallada 
shows how suicide can constitute at least partial atonement for wrongdoing. He, like 
Vilshofen, did have power and was therefore portrayed as more responsible for the 
coiitinuation of Nazi ideology. Fallada does not foist upon the reader a religious belief 
in the rejection of suicide, but rather seems to provide justification for the suicide of 
each character. The overwhelming message is one of fieedom to choose death. 
Summary 
In the novels examuied thus far, suicide is shown to be a consequence of the 
fascist regime in Germany during Second World War. The narrative present of the 
novels is the war itself. The fact that suicide is linked directly to fascism gives 
definition to suicide, connecting it to Germany and the German state of mind to a 
specifïc historical and political period A strong message emanating fkom these early 
post-war works is that Germans themselves contemplated and committed suicide for 
reasons of guilt, shame, egression, and freedom. 
Plievier's novel depicts suicide as the neazly exclusive domain of men, although 
brief references to suicida1 utterances of women at home during the war are 
communicated in a few letters. In desperation, one woman writes, ". . . ich konnte den 
Gashahn aufdrehen, so zumute ist mir" (STA 208), and a mother writes, ". . . wenn ich 
Dich nicht mehr vor rneine Augen bekomme, Sohndl, dann brauche ich auch nicht 
mehr zu leben" (STA 208). Apart fiom these few references, Stalingrad, it must be 
said, presents suicide as a masculine phenornenon during the war, reflecting perhaps 
a general androcentric view that war is a masculme experience. In this respect, 
Fallada's view, not only in Jeder stirbt für sich allein but also in his highly 
biographical Der Alpdruck, presents a much broader view of suicide. Although the 
reprentativeness of female figures is open to dispute, Frau Rosenthal, Trudel 
Baumann, and Anna Quangel represent at least the attempt to make the desperation 
of the war and the possibdity of suicide a more inclusive experience. 
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Unlike epidemiological, sociological, or ps ychological studies, where suicide is 
rneasured and described as it is observed in real me, suicide in Iiterature is directed 
and manipulated by its authors and must also be interpreted as an idea presented by 
the author. Plievier and Fallada react to what must be an internalised sense of g d t  
and expectation in the German readership and the rest of the world. The many 
speeches about sin and atonement by Vilshofen and various chaplains in Stalingrad 
and Escherich's expression of remorse are clearly designed to bring the issues before 
the German readership. Suicide, as an expression of the extent of one's remorse is 
more safeiy contemplated through the fictional work than acted out in real Me. 

Chapter II 
Suicide in the Novel of the German Democratic Republic 
Political Situation 
It is the purpose of this chapter to examine the motif of suicide in novels of the 
German Democratic Republic. In the works to be examined, suicide is used in a 
mamer cri t ical of the GDR and thus subversive of the GDR's official use of literature 
as an organ designed to further the interests of the state. The motif of suicide takes 
on especial signdicance in view of the fact that the actual rate of suicide in the former 
GDR has been estimated to have been among the highest in the world (Rohrwasser 
2 13). 
There is little doubt that the conditions under which literature was produced in 
the GDR were Meren t  fiom those influencing writers of the Federal Republic of 
Germany, and yet the question of separate German literatures is a much debated topic. 
"Ich glaube, daB es bislang eine deutsche Literatur gab," states Christoph Hein, "aber 
ich glaube, . . . daB spatestens beginnend mit rneiner Generation, man schon von zwei 
verschiedenen Literaturen sprechen md" (qtd. in Jachimczak 358). The principal 
method by whch control over literary works was exerted in the GDR was censorship. 
The process of censorship is vividly described in Erich Loest's novel about a novel, Der 
vierte Zensor (1984). carrying the subtitle Vom Entstehen und Sterben eines Romans 
in der DDR. Loest writes about the repression experienced while attempting to 
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publish his novel Es geht seinen Gang oder Mühen in unserer Ebene (1978), and in so 
doing describes a mechanism which, although experienced to varying degrees by 
different authors, nevertheless reflects an e4sting "Grundmuster" (Spittmann 3). The 
official theory of socialist realism was promulgated in an address by Andrei Zhdanov 
at the AU-Union Congress of Writers of 1934 in Moscow. Its interpretation in the GDR 
created a close relationship between literature and cultural politics (Einhorn vi-vii). 
Einhorn points out that a society in its nascent stages relies on Literature to support 
and further its existence until the society is firmly established (vii). Socialist realism 
required that support take the form of an exemplary "positiver Held," who, after 
wrestling with the past, eventually codkns  and champions the new system (vii). In 
a post-reunification article, Jurek Becker describes censorship in the GDR in the 
following way: 
Jedes in der DDR geschriebene Buch--wovon immer es handelt und 
welche Intention ihm immer zugrundelag-war zugleich eine Reaktion 
auf die Zensur. Kein Autor komte sich davor schützen, dem jedes Buch 
war entweder erlaubt oder verboten, etwas Drittes gab es nicht. (Becker 
Wiedervereinigzmg 360) 
One of the main Merences in literary production between the two Germanies had to 
do with the fact that the GDR ascribed greater political efficacy to literature than did 
the FRG, resultiag in control through official censorship. Whereas the Federal 
Republic has tended to doubt the political force of literature, the GDR viewed literature 
"als Medium, von dessen Produkten das Gelingen der Gesellschaft mit abhangig ist" 
(Jager 138-139). The literature of the GDR found itself, however, in the awkward and 
contradictory position of demonstrating that socialism could produce evemplary 
individuals, while, at  the same tirne, necessarily denying society's full development . 
Literature was, in essence, to promote improvement and change while afairming the 
s ta tu  quo (Jager 141-142). Fundamental to the interpretation of socialist realism was 
the question whether literahue should limit itself to a portrayal of reality as 
something which already depicted the potentially utopian, or whether literature should 
present a kind of utopian anticipation of reality (Jager 142). Despite the hope brought 
about by Honecker's proclamation in 1971 that there would be no taboos in the area 
of art and literature provided that one rernained committed to the positions of 
socialism, censorship, in practice, seerns to have been based on criteria largely 
extraneous to the works themselves and meted out somewhat arbitrarily (Jager 144). 
In the tradition of Marxist literature, the motif of suicide was taboo when 
depicting a character committed to the tenets of socialism. Marxist thought has 
traditionally viewed suicide as being non-revolutionary or weak, in contrast to its 
existence in a situation of anarchy, where it could be viewed as an act of fkeedom 
(Rohrwasser 212). Rohrwasser points out that in the context of the workers' 
movement, one must distinguish between the suicides of "comrades" and "non- 
comrades," the latter being viewed as "Klassenfeinde," whose suicides represent a 
logical interpretation of history (10). He goes on to state that the Marxist view of 
suicide is characterised by a willingness toward ignorance or silence (213), 
demonstrated vividly by the fact that Johannes R. Becher's own suicide attempt(s) 
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were for so long kept quiet (Rohrwasser 2 11). Referring to Marxist literature of the 
1930s, Rohrwasser offers the following opinion about the function of suicides in 
literature: 
In dieser Parteiliteratur ist folgendes zu beobachten: d e  Todesfiguren, 
insbesondere aber die Selbstrnorder, haben einen funktionalen 
Charakter, sie dienen als Sinnbilder, die Entwicklungen h e r v o d e n  und 
an denen richtiges und abweichendes Verhalten exemplitiPert werden 
kann. Der BLick des Autors grlt dem Tod seiner Figur und im Sterben 
erfüllt diese ihre Funktion. In gewissem Sinn wird sie dern 
Geschichtsplan geopfert. (2 15) 
In Marxist literature self-ïdicted death often takes the form of altniistic suicide, 
where, through self-sacfice, the suicide offers hope to the collective and represents 
an instrument for the building of the future (Rohrwasser 215). In contrast to the 
party-oriented function performed by suicide in literature, the novels to be examined 
here demonstrate a stance critical of GDR society, albeit a stance which has been 
moderated by historical remoteness fkom the narrated present. 
Jurek Becker's Jakob der Lugner: Symbolic Resistance 
Unlike the novels in the previous chapter, which dealt very Little with the fate 
of Jews in the Nazi regime, Jurek Becker's Jakob der Lugner (1969) focusses on the 
issue of the Jewish witness and survivor. Himself a Jew, Becker was born in Lod.  in 
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1937, living until1945 in ghettos and camps (Wieczorek 640). The initial impulse for 
writing his novel came from a report that his father had brought fkom the 
concentration camp Sachsenhausen, which told of a radio kept hidden in a Polish 
ghetto. In this report the hope of the Jewish communi~  was sustained by continued 
reports of the approach of Russian soldiers (White 208). Becker's novel diverges fkom 
the actual report in that the radio does not actually exist, making hope founded on a 
lie. A question which arises in the present study is the extent to which Jakob, the 
creator of the lie, is responsible for the lives of  the others. 
The following discussion of Becker's novel will address the motif of suicide as a 
symptom of resistance in the GDR. In doing so it will &st explore suicide as it 
functions within the context of the depicted Jewish ghetto during World War II. 
Thereafler, this study wiU look at the applicabibty and sigdicance of the work for the 
readership of the GDR. 
Benevolent Fiction: A Prophylaxis for Suicide 
Hort a d ,  euch das Leben zu nehmen, bald werdet ihr es wieder 
brauchen. Hort a d ,  keine H o f i m g  zu haben, die Tage unseres Jarnmers 
sind gezahlt. Strengt euch an zu überleben . . . . Überlebt bloB noch die 
letzten vierhundert Kilometer, dann hort das überleben ad,  dann 
be-t das Leben. (Becker Jakob der Lugner 31; henceforth JdL) 
Thiç apodeictic example of narratorial commentary, which addresses the inhabitants 
of a Jewish ghetto during the Second World War and reflects a somewhat complex 
narrative structure. The story is narrated by an unnamed person, someone who 
experienced the narrated events, but who is relating them fiom a time after the war. 
Halverson refers to the narrator having a "double identity,"' being both "a participant 
in the story and a witness to another's story" (454). The narrator in the passage 
quoted above knows the outcome of the war. but offers this exhortation to keep living. 
On the one hand, he is foreshadowing the theme which is to develop, therefore 
addressing the characters of the novel. On the other hand, the narrator has just 
addressed the readers in the present tense, provoking the reader's identification with 
present conditions. "Wir wissen, was geschehen wird," he says, "Wir haben unsere 
bescheidenen Erfahrungen darin, wie Geschichten mitunter abzulauf'en pflegen" (JdL 
3 1). Including himself and the reader in the address of the £i.rst person plural, the 
narrator zgain fuses past and present. 
The passage f?om Becker's novel quoted above identifies, very starkly, the 
inextricably connected concepts of hope and suicide in this novel. The maintenance of 
hope is the very reason that Jakob, the main character, creates a fiction within the 
context of the ghetto. The fiction created is the existence of a radio, banned £rom use, 
' Halverson uses the terms "intra-homodiegeticn and "extra-homodiegetic" to describe the narrative 
structure. Fmm Shlomith Rimmon-Kenan's Narrative Fiction.- Contemporary Poetics (New York: 
Methuen. 1983) 95-96. Halverson defines an extra-homodiegetic narrator as "a higher narratorial 
authority in relation to the story he narrates. . . . whcn narrating the story he knows 'everything' about 
it . . ." Intra-homodiegetic narrators "narrate stories in which they also participate a s  characters" (qtd. 
in Halverson 462). 
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fkom which Jakob supposedly receives and consequently communicates hopefid news 
nom without to the others in the ghetto. The effect of this sustained fiction is hope, 
and with hope, the renewed wish to live. In actual suicidal events the relationship 
between the affective component of hopelessness and suicide, as described in Edwin 
Shneidman's work, is sipifkant  (Definition 131-135). Simply put, in hope lies the 
reason to live. In the novel the concept of hope is complicated by the fact that hope is 
not based on reality and is therefore much more fragile. Hope also becomes not just 
the emotional feeling of optimism within individual figures within the ghetto, but the 
responsibility of Jakob Heym. By creating the fiction of hope, Heym has deprived 
others of the right to cope with the situation as it really is, thereby making possible an 
even greater plunge into despair, should the secret be discovered. 
In order to understand the development of suicide here, it is necessary to 
examine the novel's precipitating events or situational aspect. The novel's setting 
causes suicide to develop in much the same way as we have seen in the previous 
chapter. Here too, fascism is at  the root of suicida1 ideation for characters within the 
novel. The story takes place within a Jewish ghetto, in which the inhabitants are 
deprived of nowishment and fundamental freedoms and are under constant threat of 
indiscriminate abuse ikom their Nazi oppressors. Despair is thus, to  a large extent, a 
result of external political and military conditions. Within this context, Jakob Heym 
cornes forth as a self-annointed harbinger of hope, creating an ongoing fiction of 
positive news reports as a prophylaxis against suicide amongst the inhabitants of the 
ghetto. Jakob's fiction is believed, in part, because he is considered to be lucky, having 
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survived an ordeal in the ghetto's Geman administration building, something 
previously thought to be impossible. Unable to keep the story of his good fortune to 
himself, he recounts the events to Mischa, a fellow Jew, adding the contrived assertion 
that the Russians were coming (JdL 28). In the same way, the reader, knowing that 
the s tory is narrated by a survivor of the ghetto, is lulled into a sense or'hope that 
Jakob's actions will prove successful and that he is therefore justified in his actions. 
Despite the reader's awareness of Jakob's continued invented news reports, the purity 
of Jakob's motives gives Jakob's accounts the appearance of a benevolent fiction, a 
fiction intended to create hope. Fiction and hope become the antidote to suicide. 
The reader initially encounters suicide in an aImost tangentid way in the novel, 
in connection with a character who h d s  only brief mention. The narrator, who 
reconstructs the events of the ghetto as one of its survivors, mentions the death of 
someone named Piwowa, a former ghetto inhabitant. From the narratorts standpoint 
speculation surrounds Piwowa's death. "Sein Dahinscheiden ist von gewissen 
mysteriosen Umstiinden begleitet gewesentt (JdL 20). says the narrator, who goes on 
to offer c o ~ c t i n g  theories, one of murder, the other describing the death as a cornmon 
"wenn auch sehr geschickt in die Wege geleiteten Selbstmord" (JdL 20). The narrator 
seems to favour the interpretation of suicide, stating that others had corne to this 
conclusion as well (JdL 20). What seems a minor issue in the novel becomes a 
provocative, open question, and the reader is naturally given to speculate about the 
reasons for a self-infiicted death. As he continues to do throughout the novel, the 
narrator creates ambiguity about particular events, inviting interpretation on the part 
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of the reader. Although the narrator has meticulously and painstakingly researched 
the events as they unfolded, he continues to undermine his diligence by casting doubt 
on the interpretability of these events. As shall be shown. the narrator actually goes 
so far as to create a fictional ending which he contrasts with the ostensibly real ending. 
The reader is thus engaged to a great extent in the interpretation of historical events. 
based not only on the facts as offered by the narrator, but &O on one's own experience. 
One of the questions central to the issue of the novel is whether Jakob is 
jusfied in perpetuating the fiction or whether the fiction is more harmful than 
beneficid. The reader, who is aware of Jakob's fiction, can relate in a sense to the 
perspective of Lina, a young girl. who is cared for and protected by Jakob. In a 
protective way, Jakob attempts to preserve the dlusion of his radio for Lina. Although 
she eventually becomes aware that Jakob's radio accounts are fictitious, she is able to 
suspend disbelief for the sake of her love of and trust in Jakob. In a similar way the 
reader is lulled into a kind of trust that Jakob's fiction, because it creates hope and 
happiness, will prove to be justined. It is possible to suspend criticism of Jakob's 
actions, because there is evidence that Jakob's lie is beneficial. Jakob's fictitious news 
accounts of the approaching Russians give Jakob's friend Mischa reason to believe that 
the war will soon be over (JdL 42) and prevent him fiom acting suiQdaUy (Lesley 278). 
Although Jakob has pangs of conscience about what he identifies as his "Lüge" (JdL 
70), he rationalises his actions as being for the ultimate good of his people, believing 
they would some day be liberated: "Das ist es wert, die Hofniung darf nicht 
einschlafen, sonst werden sie nicht überleben . . ." (JdL 70). Jalrob is able to continue 
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his activities even when hope leads indirectly to the death of Herschel Schtamm, who 
gives his Me in order to spread Jakob's fictitious news to others (JdL 130). Schtamm's 
death is suicide-like, but is distinguishable hom suicide in that there is no evidence 
to suggest that he had the lethal intention to destroy hùnself, rather his benevolence 
to others leads to a wilful disregard for his own He. 
Justification for Jakob's fiction also comes in the form of a story within a story, 
an incident fiom the past, in which Jakob lied in support of his friend Kowalski. Just 
as Jakob was then able to produce a favourable outcome for his &end and the 
community, in the face of what the community regarded as usurious unfairness, the 
reader, with the lmowledge of the similanty of Jakob's actions, hopes and assumes that 
Jakob's mendacity wilI again prevail during this time of arbitrary fascist d e  (Lesley 
277). lndeed, as Jakob's news reports spread throughout the ghetto, their effect causes 
a perceptible resumption of normalcy of life: 
Wer es noch nicht wed3, der muB ein Eremit sein, nicht jeder kennt die 
Herkunft der Nachricht, dazu ist das Ghetto zu gr&, aber die Russen 
sind in jedem Kopf. Alte Schulden beginnen eine Rolle zu spielen, 
verlegen werden sie angemahnt, Tochter vervandeln sich in Braute, in 
der Woche vor dem Neujahrsfest soll Hochzeit gehalten werden, die Leute 
sind vollkomrnen verrückt, die SelbstmordzifYern sinken auf N d .  (JdL 
78) 
"Verrückt" might well be constnied here as the absurdity of attaining normalcg in 
otherwise perilous circumstances. In the midst of so much danger and mistreatment 
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a paradoxically humorous incident occurs in the novel. In this incident Jakob steals 
a couple of meaningless grammes of newspaper from a German toilet, in order to 
maintain the appearance of knowledge and produce "a ton of hope for the people" (JdL 
96). 
Despite their seemingly positive effect, Jakob's actions do not produce 
unanimous support from his fellow Jews. Professor Kirschbaum, an eminent doctor, 
criticises Jakob for disseminating his lies. Addressing Kirschbaum's criticisms, Jakob 
outliues the miserable conditions under which ghetto inhabitants live and points out 
a purported fact in support of his position: "Seit sich die Nachrichten im Ghetto 
herumgesprochen haben, ist mir kein Fall bekannt geworden, daB sich jemand das 
Leben genommen hatte. Ihnen?" (JdL 185). Jakob's belief in the ultimate benefit of 
his actions remains steadfast until the end, evident when he interprets an increase in 
the transportation of inhabitants out of the ghetto as a sign that the Germans were 
panicking (JaL 221). 
Despite Jakob's intentions to stave off suicide by creating hope through fictitious 
reports, the novel does tell of at least two suicides. 
Professor Kirschbaum: Symbolic Protest 
Suicide as "symbolic protest" is demibed by Lebacqz and Engelhardt as "an act 
. . . against war or imprisonment--and is meant to support in a radical fashion respect 
for persons generallyl' (86-87). In the case of the character Professor Kirschbaum, this 
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is certainly a great part of his motivation for suicide. Professor Kirschbaum, who 
condemns Jakob's activity as potentidy dangerous in the event that the Gestapo learn 
of the radio reports, is asked to give medical attention to a Nazi official. Kirschbaum, 
who is escorted by two guards, arrives at his destination dead and is therefore unable 
to help the Nazi official. Although the narrator protests that the manner of 
Kirschbaum's death is not of major importance, he nevertheless proceeds to retrace his 
own elaborate reconstruction of events surroundhg Kirschbaum's death, in case the 
reader should doubt the veracity of the facts. It is revealed by one of the attenduig 
German officers that Professor Kirschbaum poisoned himself en route to Hardtloff, the 
Nazi official, to whom Kirschbaum was to attend (JdL 197-198). The motives for 
Kirschbaum's suicide must be circumstantially discerned. The psychological pain that 
Krschbaum would endure as a result of aiding his oppressor is greater than the value 
he places on his own life and it is with intention that Kirschbaum takes his own Me. 
To an outsider, Kîrschbaum obviously has the option of helping the officer and 
preserving his own He, but Kirschbaum, in this situation, experiences what could be 
termed the constriction which accounts for the lùniting of perceived options.' 
Shneidman writes that "It [suicide] is never done pointlessly or without purpose. It 
is a way out of a problem, dilemma, bind, challenge, difficulty, crisis, or unbearable 
situation" (129). Within the novel, the intolerable situation as defined by and unique 
' Shneidman 138- 142. Shneidrnan describes constriction as "a more or less transient psychological 
constriction of affect and intellect. Synonyms for constriction are a tunneliing or focusing or narrowing 
of the range ofoptions usualiy available to that individual's consciousness when the mind is not panickeci 
into dichotomous t h i n h g  either some speci.6~ (almost magicai) total solution or cessation; al1 or not hing" 
(Definition 138). 
to the suicide himself, must be deduced by the reader, taking into account ail available 
situationd factors. 
The intra-nove13 sigmficance of Kirschbaum's death can be described with 
regard to its instrumental and expressive value (Wood 150-160). The instrumental 
value of Kirschbaum's suicide is one of egression hom intolerable circumstances. The 
situation of He  in the ghetto was tolerable as long as Kirschbaum could passively 
ex&. The circumstances become intolerable when he is asked to aid actively his 
enemy, a situation which proves to be the precipitating event in the formation of his 
psychological constriction and ensuing decision to choose suicide. His self-removal 
fiom a position of giving assistance to the oppressors has as its consequence the death 
of the German officer. Although it is possible that Kirschbaum could have intended 
his suicide to have expressive meaning, were the self-intlcted death to remain 
undiscovered, it could not be said to have the intended expressive effect. From the 
novel it can not be said with certainty whether Kirschbaum intended his suicide to be 
discovered. What seems clear, however, is that the news of Hardtloffs death, that is 
the consequence of Kirschbaum's suicide, is welcomed by the people of the ghetto. The 
death of the oppressor brings only temporary satisfaction to some like Kowalski, who 
jokes about gladly foregoing a meal as the result of Hardtloffs death (JdL 204). News 
of Kirschbaum's death creates a somber mood in the ghetto. It is clear that 
Kirschbaum's suicide has expressive meaning for the narrator, who has intentionaily 
By "intra-novel significance." 1 refer not to the meaning the suicide has for the reader. rather the 
meaaing t hc suicide has for characters wit hin the novel. 
and carefully sought out the truth about Kirschbaum's death. Furthemore, the 
narrator chooses to reconstnict the events surrounding Kirschbaum's suicide in the 
novel, with the implication that its meaningis &O important to the reader. Although 
the character of Zurschbaum does not condone the actions of Jakob who, it must be 
said, is a sympathetic figure, Kirschbaum's suicide is nevertheless portrayed as heroic, 
suicide as a form of symbolic protest. 
Elisa Kirschbaum must also been seen as dying a kind of heroic death, a death 
which c m  also be likened to suicide. Knowing that her Me is in danger, she ignores 
Jakob's suggestion that she seek refuge with friends, deciding instead to let herself be 
taken away by the Nazis (JdL 231). 
A Tale of Two Endings 
Also biete ich sie zur Auswahl an, moge jeder sich den aussuchen, den er 
nach den eigenen Erfahrungen fiir den stichhaltigsten hdt ,  vieUeicht 
f d e n  dem einen oder anderen sogar noch einleuchtendere ein. (JdL 257) 
Thus the narrator offers two endings to the novel, one a melancholy but true 
ending, the other an avowedly preferred idealised ending. The remaining suicides to 
be discussed are rnutually exclusive, depending on which of the enduigs is followed. 
The narrator describes the suicide of Jakob's fiend Kowalski, someone who has 
corne to rely on the fiction created by his long-term acquaintance, but who has taken 
his Me at the discovery of the tnith. Kowalski's belief in Jakob's accounts is ironic, in 
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that it was for Kowalski that Jakob once lied in court, successfdly fieeing Kowalski 
from a debt. Further description of Kowalski's suicide is intempted, however, as the 
nanator elects to relate the second ending which he describes as "unvergleichlich 
gelungener als das wirkliche Ende" (JçIL 246). In this, the narrator's fictional ending, 
Jakob does not admit his secret to Kowalski because he realises "daB d a m  die Reihe 
von Selbstmorden, die für euiige Zeit glücklich unterbrochen war, von neuem adeben  
und ins UnermeBliche wachsen würde" (JdL 247). In this version, Jakob becomes 
reclusive, eventually arranging for h a ' s  concealment at the place of a &end. He 
seems racked by guilt as he reviews his actions, calling them, "ni viele Fehler fiir einen 
einzigen Mann" (JdL 254), eventually coming to a decision (JdL 255). He prepares for 
what appears to be an escape fiom the ghetto, partial egression fkom the turmoil of 
g d t .  Reflecting the inner thoughts of Jakob, the narrator ambiguously states: ". . . er 
hat ja nicht vor, sich das Leben nehmen zu lassen" (JdL 255). This means that Jakob 
will not have Me taken fiom h i . .  It seems that in the interpretation of the narrator, 
Jakob takes control over his own death, not letting himself be kiUed by his oppressors. 
The narrator admits that in the invented, ideahsed ending, there is no clear 
motive for Jakob's fiight. Although there are many plausible motives, the narrator is 
unable to decide on one. The narrator then offers some examples of motives, but leaves 
the ultimate interpretive decision to the reader, significantly directing the reader to 
rely on experience in arriving at an answer. This offer of interpretive latitude to the 
reader is very revealing and yet tantamount to no information at all. It seems to 
suggest that history, however meticulously researched, is shU a matter of 
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interpretation. Informative, however, is what follows the narrator's seemingly open 
ending. The narrator envisions Jakob's idealised death as causing hi& emotion and 
revenge in the ghetto. In the narrator's fictional ending, Jakob fin& his death in the 
same night that the Russians approach. The shots which kill Jakob begin a deafening 
retributive attack by the Russians. The question remaius as to the nature and 
purpose of Jakobts death and why the narrator considers this ending to be 
"unvergleichlich gelungen." The narrator has abstained fkom determining Jakob's 
motives for escape, leaving this interpretation to the reader. The effect of Jakob's 
death, however, is not left to the reader. Instead, the narrator imbues Jakob's death 
with heroism and martyrdom. In Me Jakob promoted hope and solidarity, and h s  
death becomes an act of altruism. 
It seems improbable that the narrator had envisioned anything but death as a 
consequence of Jakobts apparent attempt at escape. It is here contended that the effect 
intended by the narrator becomes the motive for Jakob's egression in the fictional 
endmg. The narrator, as the creator of a fictional Jakob, is the conscience of the 
protagonist and since the narrator intends death for Jakob, so too does Jakob intend 
death for himself. In this fictional ending, Jakob's death is suicide because of the 
transferred lethal intention from the narrator to the protagonist. The reason or motive 
can now be discerned and explained in two ways. In this ending, Jakob is described 
as feeling puiity. Kis suicide was an attempt at egression fkom the psychological pain 
caused by his guilt feelings. These feelings lead to an attempted escape which at the 
very least can be seen as constituting a wilful disregard for his Me. As has been shown 
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the answer lies in the result intended by the narrator and thus by Jakob hirnself. 
Since death caused a vengeful reaction within the Jewish community and a military 
attack by the Russians, Jakob's demise can be seen as having si&cant expressive 
meaning. Jakob's death was a self-sacrifice for the sake of the community of which he 
was a part. At this point, the reader should be reminded that, at the outset, the 
narrator states that Jakob did not intend to let his life be taken (JdL 255; emphasis 
mine). The inclusion of the verb "lassen" gives to the sentence the meaning that Jakob 
wanted to take life into his own han& and out of the bands of others. One could 
reasonably infer that by knowingly engaging in behaviour inimical to his Me, his 
eventual death was self-ixdicted. Although Jakob's death in the fictional endhg 
possibly remllids one of the attempted escapes of GDR citizens to the West, Jakob's 
motives for escape in the fictional ending are the result of his own feelings of guilt for 
what he has done to his fellow citizens. Furthemore, escape fkom the ghetto would 
not mean escape f?om the Nazis, because Jakob would be escaping into a Gemany s t d  
controlled by the fascist regime. 
It is at this point that the examination of Kowalski's death can be resumed, for 
it is now that the narrator relates the historically tnie ending. Kowalski's death is 
precipitated when Jakob, shattered by the news that Kirschbaum's sister has been 
taken away, breaks down and reveals to Kowalski that the news reports have been 
untnie (JdL 239-241). Although it is initially unclear whether Kowalski believes that 
the reports are r e d y  untrue, or whether he thinks that Jakob simply wants to put him 
off, the issue is resolved when Kowalski is found hanging in his apartment, the obvious 
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result of suicide (JdL 243). The intra-novel motivation and meaning of Kowalski's 
suicide is straightforward KowaLsbJ's reason for living had become based solely on the 
reality created for him by Jakob through the fictional reports of immanent Liberation. 
Once this illusion was shattered, the increased psychological pain associated with 
Kowalski's situation produced a panicked state of mind, a constriction, which reduced 
his choices to two, be killed by the Nazis or take control over his own death. Jakob's 
reports had, for a time, been able to keep the looming relocation to a concentration 
camp at a distance. Kowalski's motivation for suicide must be seen as wholly 
instrumental, that being egression from his psychological pain. It is improbable that 
Kowalski, as an individual in the context of the story, intended to relay any expressive 
meaning of solidarity to other mernbers of the ghetto. 
The Meaning of Suicide 
It now remains to answer the question of what expressive or extra-novel 
signdicance the motif of suicide has, that is to Say, what relevance the inclusion of 
suicide in this novel might have for the reader. Although Becker has claimed that 
some of his texts are more intelligent than he is, meaning that he is not always able 
to interpret fdly his own writing (Becker Answering 290), Becker also admits that in 
the "special settingff in which he wrote his novel Jakob der Lügner, he intended, in 
part, to write about the role of literature in society (Becker Answering 291). "1 only 
want to say," Becker mites, "that its motives do not lie in the past. I presume that any 
77 
decent book needs a motive whch cornes firom the time when it is written" (Becker 
Resistance 272). Becker has also stated that the only theme in this book is resistance 
(Becker Resistance 273), and has gone on to d e h e  "resistance" as ". . . not to d~ what 
they want you to do. Not to behave in the way Big Brother wants" (Becker Answering 
291), Linking resistance to the attainment of mental and physical survival. Gregory 
Baum has asserted that Jurek Becker may perhaps want "to give courage to a l l  those 
men and women who at this time are threatened by totalitarian powert' ( 288). It is not 
improbable that Becker, when writing in the special setting of the German Democratic 
RepubLic of the 1960s, was giving hope to those threatened by the totalitarian power 
experienced there. If indeed resistance is the only or at least a main theme in the 
book, then one must conclude that resistance is accomplished only through the 
maintenance of hope. Suicide is depicted as both a means of expressively p rov ihg  
hope, as in the case of Kirschbaum and Jakob (historically accurate ending), and as a 
consequence of the loss of hope, as in the case of Kowalski. Jakob's expressed intention 
was to prevent suicide through the creation of a fictional reality, thereby producing 
hope and resistance in the face of oppression. With this in mind, one may consider to 
what extent Jakob succeeds. 
Evidence of Jakob's success is to be found in the very fact that. even though sent 
to a death camp, the narrator survived to tell the story of the ghetto, a story in whch 
the narrator sets out to portray Jakob as a hem. Though the narrator has uicluded an 
idealised ending in which many would have been saved, historical accuracy must, in 
the end, be acknowledged, despite its ugluiess. The idealised ending is absent through 
no fault of Jakob's. The transport trains would have come regardless of Jakob's reports 
of the approaching Russians. Despite the almost singular criticism by Kirschbaum, 
the news reports gave hope to many, hope which sustained them through their ghetto 
e&tence and perhaps even through the death camps. Ultimately, the narrator's story 
reaf5rms Jakob's actions, even over his own objections. Though the brave attempt at 
escape and the ensuing liberation by the Russians as described in the narrator's 
fictional ending elevate Jakob's life to more tragic proportions, the effectiveness of 
Jakob's resistance tesfies to the narrator's description of Jakob as a hero. 
Although Becker situates his story in the Nazi era, an appropriate subject of 
criticism for GDR authors Qate 9), he sen& a message to  the readership of the GDR 
that quiet resistance to totalitarian authority prevails in the end. Criticism of Becker's 
novel has focussed on its trivialisation of the subject of resistance (Wetzel266) and the 
fact that Becker does not create a more opexiiy resistant protagonist (Becker, 
Arzswering 288),' but Becker's reason for writing the story transcends the resurrection 
of the Nazi theme, for condemnation of the Nazi regime was not new. Becker cloaks 
criticism of the GDR governent and promotes quiet resistance through the guise of 
a condemnation of Jewish persecution during the Nazi reign of power. The points of 
analogy between the Jewish ghetto and GDR society cannot be overlooked. In each 
case there exist totalitarian authorities which place physicd and psychological 
' Becker was put into the ghetto at h d z  as a child. He has said that his father was so angr'; at his 
novel that he refused to speak to Becker for two years. claiming that although Becker muld cheat others. 
he couldn't cheat his father. Becker explains that active resistance was the great exception (Warsaw 
ghetto) rather than the d e  and that Literature. in contradistinction to reaiity. has made active resistance 
the rule (See also Rohnvasser 2 13). 
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constraints on another group of people. Information about the outside world is 
restricted and conbavention of d e s  carries consequences. Condemnation of the Nazi 
regime was an appropriate subject about which to write. The analogy between fascism 
and GDR-socialism, while not overt, is thinly veiled. That criticism could be so t h d y  
veiled presumably refiects the growing cultural renaissance in the GDR, the promise 
of which was to reach a high point with Erich Honecker's proclamation at the fourth 
sitting of the Socialiçt Unity Party's Central Cornmittee, which stated that there would 
be no taboos in art and literature provided one conform to the tenets of socialism 
(Arnold 290). Ironically, a lack of fieedom and access to information within the ghetto 
are what d o w  Jakob to create his fiction. In Jakob der Lügner the fiction is created 
by one of the oppressed for the mutual benefit of the oppressed. Becker's novel raises 
the question of the gravity of consequences in a totalitkan state where the fiction is 
created by and for the purposes of the oppressors, a situation more analogous to the 
situation in the GDR. The German Democratic Republic, with its intended direction 
of literature as a part of the Kulturpolitik, long created its own fiction. Becker's role 
is analogous to that of Jakob, whose role as a writer it is to undermine the power of 
the state. 
Gregory Baum, who examines the Christian perspective in Becker's novel, refers 
to the choice of the name "Jakob" for the protagonist. Referring to the biblical story in 
which Jacob lies to Isaac in order to obtain the blessing meant for the first-born, Baum 
questions whether this lie, upon which "Jewish and Christian religion depends" (286), 
is not "a beautiful story, a mercifd lie, told to console and strengthen people in their 
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earthly existence. . . . Maybe there is no God. Maybe God has been invented by 
someone who received a garbled message fkom a distant radio and then did not have 
the courage to Say that he had probably been mistaken" (286). In Becker's story, 
Jakob's motives are both challenged and afErmed, leaving the reader to decide the 
moral justification for Jakob's actions. For Wieczorek, the additional choice of "Heym" 
for Jakob's last name reminds the reader of Stefan Heym, "who stayed and wrote 
within the GDR," thereby displaying courage (644). 
On the surface, Becker's novel conveys an ambiguous message about suicide. 
Whereas Kowalski's suicide must be interpreted as undesirable, the suicide of 
Eurschbaum and the fictional suicide of Jakob seem, at least symbolicdy, acceptable. 
Becker seems to make no dehitive judgement about suicide apart fiom the depiction 
of suicide as an acceptable act when committed altruistically (Durkheim 2 17-240), for 
the good of the community. The suicides depicted in this novel represent a departure 
f?om rationalised Marxist and socialist depictions of suicide as an illustration of non- 
conformists. 
Ulrich Plenzdorfs Die neuen Leiden des jungen W. (1972) 
Plenzdorfls novel takes a step nearer to the reality of GDR society, emerging, at 
least in part, fhom behind the sheltered guise of historical analogy. Although set in the 
GDR of the day, it nevertheles uses "Einbeziehung eines klassischen Textes als Folie 
für die Darstellung von Gegenwartsproblemen" (Brenner 2 1). It was written at a time 
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when hopes of new fieedom in the literature of the GDR were high. Nevertheless, the 
work garnered the criticism of the Party at its Nhth  Congress. In somewhat couched 
terms, Kurt Hager criticised Plenzdod for misrepresenting the image of GDR society 
and for not giving his audience exemplary heroes and solutions (Neubauer 72). 
Hidden Suicide: An Acceptable Alternative 
On the 24th of December Edgar Wibeau, a young man of the German 
Democratic Republic, dies. The cause of death is unequivocal, seemingly beyond 
dispute. Newspaper reports describe it as an "Unfdl" (Plenzdorf Die neuen Leiden des 
jurtgen W. 7; henceforth DnL), even a "tragischer Unfall" (DnL 8). A report by the 
VoRspolizei goes further, accusing the deceased of improper handling of electricity. 
while for the young man's mother, the death is "noch UnfaBbar" (DnL 8). The 
unanimity of the officia1 position regarding the protagonist's death is increasingly 
undermined as the reader pieces together Edgar Wibeau's life and eventually the 
unanimous conclusion of accidental death cornes to look like protesting too much. 
This study will endeavour to show that Edgar, in Ulnch Plenzdoffs Die neuen 
Leiden des jungen W., committed suicide, and that it occurred as a result of his 
alienation fkom the society in which he lived. Whether Edgar's death was suicide is 
an issue which has produced much discussion in the reception and analysis of Die 
neuen Leiden des jungen W. since it first appeared (Fischbeck 343). Although Edgar's 
death has been variously referred to as a ''fatal accident" which is "a logical conclusion 
82 
to a life that has been disoriented' (Brandes and Fehn 617), an accidental death which 
can be equated with suicide (Waiblinger 76; Hsia 159), or a suicide not committed in 
the "accepted sense" (Shaw 88), the prevalent view, it seems, is that Edgar's death is 
something other than openly suicidai.' 
Disintegration and Isolation 
Shneidman writes that an "overpowering feeling of loneliness" is closely related 
to hopelessness-helplessness. Edgar's life evinces much isolation leading up to his 
death. This isolation becomes evident through the various relationships in his Me. 
Represented in Edgar's immediate family is a dichotomy fundamental to the 
novel. Edgar, who lives alone with his mother, idealises a father, with whom he has 
no contact. His father, whom Edgar believes to be an artist, exemplifies that part of 
the protagonist which is unattainable and forbidden in his society. Edgar's mother is 
portrayed as an oppressor, embodying the ideds of the state: efficiency and 
productivity. She wishes to show that she can raise a productive mode1 citizen, 
discouraging her son's desire to paint (DnL 20). and even attempting to change Edgar's 
lefthandedness. "Das war ungefahr das einzige, was Mutter Wiebau mir nicht 
abgewohnen konnte," Edgar says, "Sie machte alles mogliche, um es zu schden,  ich 
Idiot machte auch noch mit. Bis ich &g zu stottem und ins Bett zu machen" (DrtL 
Shaw 86. Referring to J.H. Reid's introduction to his English edition of Die nezien Leiden des jzrngen 
W: (hndon. 1979), Shaw refers to two interpretations of Edgar's death. One view sees Edgar as a tragic 
victim. a gifted individual. alienated h m  society, a modern Werther driven to suicide. The opposing 
interpretation views Edgar as a figure whose ultimate return to the socialist collective is pre-empted by 
a fatal accident. 
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138). Symbolising Edgar's need to be different, he refers to his mother as "Wiebau." 
a Germanicized version of the French "Wiebeau," which to him signifies her 
assimilation into GDR society. 
Edgar has a seemingly close relationship with his childhood £riend Willi, but it 
is clear that the two are ideologically very different. Although Willi accompanies 
Edgar on his escape to Berlin, Willi eventualiy returns to Mittenberg without Edgar. 
The boys' increasing distance £rom each other is symbolized in Willi's inability to 
comprehend the recorded messages which Edgar sen& him (DnL 65). Eventudy, 
WiK joins with Edgar's mother in trying to persuade Edgar to retuni to Mïttenberg 
(DnL 83). Willi's subsequent function seems reduced to that of a mere receiver of 
Edgar's missives. The more important function of the production of the letters is as a 
vehicle for Edgar's self-expression, and a source of expression to the reader. 
The personal relationship which is of greatest importance to Edgar during his 
time in Berlin is his relationship with a young woman named Charlie, a relationship 
of UdidfXed love. It is through his relationship with CharLie that much of his 
idenfification with Goethe's Die Leiden des jungen Werther (1774) is displayed.%e 
relationship between the two young people is fkaught with tension and a lack of 
mutual feeling. Edgar often equivocates about his feelings for Charlie: "Ich himmelte 
Charlie die ganze Zeit an. Ich meine, ich himmelte sie nicht an mit Augenaufschlag 
und sol' (DnL 50), and is eventually best able to express himself through the wor& of 
Hsia 157-1158. Hsia notes the difference in sexual maturity between Edgar and Werther and what he 
calls a "schrittweise Annaherung zur Identifikation mit dem Goetheschen Helden." 
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Werther: "Nein. ich betnige mich nicht! Ich lese in ihren schwarzen Augen wahre 
Teilnehmung an mir und meinem Schicksal. Sie ist mir heilig. Alle Begier schweigt in 
ihrer Gegenwart. Ende" (DnL 58). Despite his protestation that his use of Werther's 
words were a "Krampf' (DnL 58), he resorts to them more and more. Also clear. 
through Edgar's continued presence at the kindergarten and his recorded missives to 
Willi, is his infatuation with Charlie. The lopsidedness of the relationship inevitably 
leads to Edgar's disappointment. In her reconstruction of events after Edgar's death 
Charlie demonstrates little affection for Edgar, referring to him as a "verbohrter, 
vernagelter Idiot" (DnL 4-41, someone who couldn't paint, and whose speech she often 
found incomprehensible (DnL 45). She often summarily pronounces that ''Edgar war 
ja nicht zu helfen" (DnL 73). Ultimately, their relationship was a reflection of their 
divergent views regarding the work ethic. Charlie is representative of the successfully 
socialized youth in the GDR. She considered Edgar to  be incorrigibly "arbeitsscheu" 
(DnL 56), and when Edgar revealed that he is working on a construction crew, he 
perceived Charlie's reaction as c o d i m i n g  her belief that good had h a l l y  triumphed 
in him (DnL 122). As in Goethe's Werther, Charlie, the object of Edgar's affections, has 
a fiancé, whose return provides occasion for Edgar's recouse to quotation in order to 
express himself: "Genug, Wilhelm, der Brautigam ist da! . . . Glücklicherweise war ich 
nicht beim Empfange! Das hatte mir das Herz zelirissen. Ende" (DnL 72). Curiously. 
in expressing his feelings more precisely, he distances himself fkom the language of his 
environment, that being the colloquial jargon of the GDR. This linguistic 
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estrangement signifies the alienation he experiences within his own environment. 
This growing alienation paraUeIs his increasing identiiication with the Goethean text. 
As Waibhger points out, "Edgar erlebt seine WUIdichkeit durchs Zitat hindurch. und 
die so erlebte Wirklichkeit macht das Zitat wahr. Das führt zu einer weiteren 
Annaherung an Werther . . . " (83). A moment of intimacy between Edgar and Charlie 
cornes about not a s  an expression of mutual dfection but as a result of Charlie's 
dLspleasure with Dieter. The consequences are Charlie's immediate feelings of regret 
and Edgar's feeling like a "Schwemerbrechert' (DnL 135). Closely related to Edgar's 
expressed consciousness of grult is a statement connecting th is  experience to Edgar's 
immanent death: "Zwei Tage spater war ich über den Jordan . . ." (DnL 135). 
Charlie's fiancé Dieter is a character with whom Edgar is contrasted. Dieter's 
cornmitment to the ideology of the party is at odds with Edgar's character. Edgar 
sarcasticdy describes Dieter as someone who has all the "guten Bücher. Reihenweise 
M m ,  Engels, LeIlin"(DnL BO), adding that he pdgar] doesn't have anythmg against 
"Lenin und die. Ich hatte auch nichts gegen den Kommunismus und das, die 
Abschaffung der Ausbeutung auf der ganzen Welt. Dagegen war ich nicht. Aber gegen 
alles andere" (DnL 80). Edgar is very much for the ideals of the system, yet it is clear 
that he lives in a society where the goals he describes are not realisable. 
Edgar's inability to form healthy personal relationships is also reflected in his 
unhealthy relationship with the GDR. The rejection and abandonment he feels 
regarding other characters in the novel is really an extension of society's rejection and 
abandonment of him. In examining the alienation experienced by Edgar, one can Say 
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that Edgar's sde r ing  and eventual death reflect the "probiems of integration 
experienced by youth in the established GDR" (Brandes and Fehn 608), implicit even 
in the treatment of the Werther theme as a literary model (Waiblinger 74). Initially, 
Edgar passively complies with the wishes of his mother and society (Brandes and Fehn 
6 14) and functions as a model citizen, wishing to cause no one trouble (DnL 22) and 
demonstrating the ability to memorize and reproduce the information required to 
sa* his superiors and teachers (DnL 56). From the safety of reflection "beyond the 
Jordan," Edgar criticizes his supervisor Flemming and, by extension, the systern, of 
having an "Einstellung aus dem Mittelalter: Manufakturperiode" (DnL 13). Edgar's 
feelings of alienation are partly a result of his need for individual eqression and 
direction: 
AUe fonlang kommt doch einer und will horen ob man ein Vorbild hat 
und welches, oder man muB in der Woche drei Aufsatze darüber 
schreiben. Kann schon sein, ich hab eins, aber ich stell mich doch nicht 
auf den Markt damit. Einmal hab ich geschrieben: Mein groBtes Vorbild 
ist Edgar Wibeau. (DnL 15) 
Edgar escapes Mittenberg but is again confionted with a system bent on aligning him 
with its socialist ideology. Unable to feed himself properly and criticized by Charlie. 
Edgar is forced to work, something synonyrnous with political alignment and 
"Eingereihtsein" (Hsia 156). Ironically, Edgar secures employment as an industrial 
painter, a fact which illustrates the prosaic compromise with his dreams as an artist. 
Edgar pokes fun at the working crew's Song about socialists uniting (DnL 92), a 
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conformist attitude reflected in Addi's description of the group's fundamental work 
ethic: ". . . wir sind hier eine Truppe und keine ganz schlechte, und du gehorst nun mal 
dam, und es wird dir auf die Dauer nicht vie1 übrigbleiben, als dich einzufügen und 
mitzuziehen. Und glaub nicht, du wbst u s e r  erster Fall. Wir haben schon ganz 
andere hingebogen" (DnL 98). Indeed, Edgar gives the appearance of having been 
integrated, but he reveals at the same time his deception and the continued feelings 
of alienation: "Ich malte brav meine FuBboden mit der Rolle, und sonnabends ging ich 
sogar manchmal mit kegeln. Ich saB da wie auf KohIen oder was, wahrend sie kegelten 
und dachten: Den Wibeau, den haben wir groBartig eingereiht. Ich kam mir fast vor 
wie in Mïttenberg" (DnL 1 14). Escape to Berlin has changed nothing. Edgar is still 
confronted with the aspect of society he wished to escape, that being conformism. 
Identification with Werther's Suicida1 Precedent 
As previously mentioned Edgar develops a kind of relationship with Goethe's 
Werther, one which contributes to his suicida1 ideation. Edgar's increasing alienation 
from society and the people around him is illustrated through his increasing 
identification with Goethe's Die Leiden des jungen Werther (1774). That Edgar 
initially has no appreciation for the work is shown when he sacrifices the cover, title 
page, and what is presumed to be the afterword (DnL 35) for the practical purpose of 
hygiene. He is left with a skeletal text, devoid of interpretation by others. The text 
simply exists, not prejudiced by the identification of the author. He criticizes the work, 
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throwing "den Vogel" into the corner, only to pick it up five minutes later and finish 
reading it in the next three hours (DnL 36). Although still critical of the book, he 
nevertheless begins to quote £corn it more and more in order to give expression to his 
own feelings, eventually ca-g the novel with him in his shirt pocket (DnL 70) and 
admitting "Ich rnuBte sofort an Old Werther denken. Der Mann wuBte Bescheid" (DnL 
78). Eventually, Edgar's identification with Werther's suicide is complete enough that. 
in referring to his own state of mind, he admits: "Tch war jedenfds fast so weit, daB 
ich Old Werther verstand, wenn er nicht mehr weiterkonnte" (DnL 147). As 
mentioned, Edgar's use of Werther's words, different fkom the idiom of his elders and 
the slang of other GDR youth, is itselfindicative of his alienation fkom those around 
him. Goethe's words set him apart and allow him to admit feelings of isolation and 
eventual lethal egression, feelings which in his society are taboo. 
From "Über den Jordan": A Distorted View 
In reconstzucting Edgar's motives it is well to consider the narrative structure, 
which combines hst-person commentary b y the posthiunous narrator E dgarï with the 
direct speech, usudy in dialogue form, of other characters associated with Edgar. 
From the outset, one of the principal functions of the narrator Edgar is to revise 
constantly and thereby undermine the opinions and reliability of others, as, for 
example, when he provides the reader with his reasons for dropping a metd object and 
' To distinguish pre- and pst-cleath Edgars. this stucly wiU hereafter refer to them as the "experiencing 
Edgar" and the "narrator Edgar." 
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thereby injuring his supervisor (Dd 13). His words, albeit emanating from "über den 
Jordan." command credibility. since Edgar is offering opinions about himself. Viewed 
more closely, however, Edgar's own reliability and objectivity are called into question. 
There is evidence to suggest that there are, in fact, two distinct Edgars, Edgar as he 
experiences Me and Edgar as reflective narrator who shows "a more 'positive' socialist 
point of view than does his former selfi" (Brandes and Fehn 6 14. 6 17). Gisela Shaw 
writes that he has the "unique opportunity of having his cake and eating it, of 
remaining loyal to his dreams and yet partaking of reality" (9 1). After physical death, 
Edgar comments fkom a temporally and socially detached position. a kind of utopia, in 
which there are no social strictures or alignment. He is only an observer and not a 
participant and therefore no longer subject to the pressures placed on him by others. 
His death is a logical extension of his increasing self-imposed aght from society. 
The Serial Aspect of Edgar's Suicide 
Shneidman describes the serial aspect of suicide as reflecting certain "unity 
thema" (Definition 147), consistencies or patterns in the behaviour of suicides. In 
Plenzdorfs work, more than the other works to be studied, evidence of these patterns 
of behaviow is given. With Edgar, these take the forms of certain behaviours as well 
as suicida1 ideation. 
Evidence of very early self-destructive behaviour is related by Edgar's mother, 
who fded  to understand her young son's act of self-destruction as a cry for help: " Wir 
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haben uns nie gestrîtten. Doch, einmal s c h d  er sich vor Wut die Treppen runter. 
weil ich ihn irgendwohin nicht mitnehmen wollte. Da war er f i i d .  . . " (DnL 16). In 
addition to aggressive behaviour and running away from home, which can be 
considered dues to suicida1 behaviour, Edgar also reveals numerous instances of death 
ideation. He contemplates the value of his life and death by disease (DnL 23), and is 
unable to conceive oflife beyond a certain age. "Ich hab überhaupt manchmal gedacht," 
Edgar says, "man dürfte nicht ilter werden als siebzehn--achtzehnN (DnL 27), a 
statement which illustrates his inability to cope and constitutes a relational clue to the 
reader of Edgar's approaching death. After Willi's departure hom Berlin, Edgar 
experiences an excessive need to sleep (DnL 29)' and he considers death again 
following the row boat incident with Charlie (DnL 135). Indeed, one can conclude that 
Edgar's aggressive and egressive behaviours as well as his preoccupation with death 
establish a recognizable coping pattern consistent with suicide. 
Edgar's Suicide Machine 
Alienation or lack of integration which has been demonstrated leads to a 
constriction of thought for Edgar. In what seems to be one last attempt at social 
integration, Edgar sets about trying to perfect a paint sprayer, an object which 
becomes his instrument of lethal egression. His decision to build the machine is not 
Both sleeplessness and the desire to sleep are associated with suicida1 depression. when in 
combinat ion wit h ot her symptoms such as  "loss of appetite. loneliness, unusual silence and wit hdraival 
from family and friends" (Evans and Farberow 248). 
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the result of serious deliberation, but rather it is made impulsively following a deeply 
disturbing anonymous vist to his father. In fact, Edgar himself senses that something 
is wrong with his decision: "Ich kannte mich damals schon selbst genug, um zu 
kapieren, da& in dem Fall irgendwas nicht stimmte mit mir. Ich analysierte mich kun 
und stellte fest, daB ich sofort damit anfangen wollte, meine Spritze zu bauen" (DnL 
109; italics in original). This is not a real attempt on Edgar's part to assimilate, rather 
it is an expression of individuality. Edgar emphasizes that the sprayer would be 
different than his CO-worker Addi's, though he, Edgar. is unsure how this can be 
achieved. Edgar goes about building his device, recklessly pursuing his goal. while 
admitting that he has insuflicient rnaterials, a fact which he fkom death reveals to 
have been "der erste Stein zu meinem Grab, Leute. Der erste Nagel zu meinem Sarg" 
(DnL 109-1 10). Edgar feels despondent and guilty after his intimate moment with 
Charlie: "Ich wuDte nicht was ich machen sollte. Ich d t e  einfach nicht, was ich 
rnachen sollte. Ich war am Boden wie noch nie" (DnL 137, italics in original), and 
although he is nearly nui over by a bulldozer, mutters, "Ein paar Tage noch, und ich 
bin hier weg" (DnL 138). During his night of sleepless indecision, it h a l l y  becomes 
clear to him that he has "in Berlin nichts mehr zu bestellen" (DnL 139). In a fiame of 
mind which he terms "mulmig" he even contemplates returning to Mittenberg, but 
receipt of a letter fiom Willi and the anticipated arrival of his mother induce him to set 
her arrival as the deadline for completion of his invention. He works in frenzied haste 
but runs into last minute problems. Intentionally reckless, Edgar ironically says. "Ich 
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hatte zwar alles, was ich brauchte, bloB nichts p d t e  richtig zusammen. Ich m@te 
einfach anfangen ni pfuschen. Sonst w&e ich nie im Leben fertig geworden" (DnL 142, 
itaJics in original). In this society, Edgar is indeed unable to finish his plan. Edgar 
equates the completion of this project with the solution to his relationship with Charlie 
and vindication in the eyes of everyone. As Edgar describes in detail the insufficiency 
of his invention, he is r e d y  addressing his own irreconcilability with the demands of 
society. Just as Edgar wants to be his own "Vorbild," so too must the invention be a 
product of himself. Edgar has, however, knowingly given his one final attempt too 
Little time, and reveals his last thought before pressing the switch: "Es war 
normalerweise technisch nicht vertretbar. Aber mir kam es auf das Prinzip an" (DnL 
145). As he admits, "Schatzungsweise war es am besten so. Ich hatte diesen RelIlfall 
sowieso nicht überlebt. Ich war jedenfalls fast so weit, da0 ich Old Werther verstand, 
wenn er nicht mehr weiterkomte" (DnL 147). The term "Reînfall" is intentionally 
ambiguous, providing for the interpretation of Edgar's life as a whole. Edgar's 
tunnelling of vision left him with only two choices, the success of his invention or 
death. and his h a l  state of mind is discernible, though partially concealed in the 
statements which follow: "Ich meine, ich hatte nie im Leben freiwillig den Loffel 
abgegeben. Mich an den nachsten Haken gehiingt oder was. Das nie. Aber ich w&r doch 
nie wirklich nach Mittenberg zurückgegangen. Ich wed nicht ob das einer verstehtl' 
(DnL 147, italics in original). Edgar's statement seems to ùidicate that he would never 
have committed suicide, and yet Edgar's words are fUed with contradiction and 
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ambiguity, undoubtedly the intended eEect of the author. While it is true that Edgar 
denies the possibility of hanging himself, an overt, violent, and unequivocal suicide, 
something specifically denied in the words "Dm nie" (italics mine), Edgar also 
indicates that he would not have returned to Mittenberg. This increasingly constricted 
thinking allows for very few alternatives. A suicide as obvious as Werther's death by 
gunshot wound would be unthinkable for a protagonist in GDR literature. Edgar 
combines his admirable attempt to create a machine which would increase productivity 
in painting with unnecessarily high risk. From Edgar's admission that Berlin had 
nothing more to offer him, coupled with the statement that he would never have 
returned to Mittenberg, one can deduce that Edgar contemplated the approaching end 
of his existence. His death constitutes a form of egression which represents a solution 
to his dilemma. Had Edgar actually successhlly finished work on his machine, his H e  
may not have been better. Despite Edgar's obvious ability, his attempt to create an 
eEcient machine to c a r y  out the rnundane work of mall-painting was an aberration. 
He had already rejected the idea of productivity as an apprentice. Nothing in his 
fundamental beliefs had changed. In reality, Edgar had nowhere else to go. The 
continuation of H e  would have guaranteed nothing more than an existence 
inconsistent with Edgar's nature. 
Though Rohrwasser characterises Edgar's death as lacking the "Tatbestand" of 
suicide, he considers it to be social suicide, where dienation and escape are part of a 
process of self-discovery (219). Rohrwasser continues on to Say that the novel is not 
roundly critical of the Kollehtiv, but rather questions the ability of the state to 
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integrate its members: "der Anspnich des sozialïstischen Staates zu erziehen. zu 
integrieren und glücklich zu machen, wird in Frage gestellt: ein Suicidant fiieht aus 
den Arrnen des allesumschlingenden Kollektivs, das legitimationsheischend geneigt 
ist, jeden Selbstmord zu negieren" (2 19). 
Through the use of Goethe's Werther Plenzdorf is able to depict Edgar's 
alienation fiom society and the progression toward hidden suicide, while, at the same 
time, using Goethe's novel to create historical remoteness. The question of the extent 
to which Plenzdoffs protagonist identifies with Goethe's hero, as well as the Werence 
in the specific nature of the5 deaths, generate sufEcient ambiguity as to Edgar's death 
that the novel can still be interpreted in a way favourable to socialist doctrine. 
Sigmiicant is the fact that Edgar Wibeau is not able to commit suicide in the "accepted 
sense." 
The Meaning of Suicide 
The suicide of the protagonist is the result of the conflict between individual and 
state in Plenzdods novel. This polarkation takes place because Edgar is set apart as 
a non-confodst in his society. Although Edgar is not part of a "large, weil-defhed 
and self-conscious group" (Brym 11) of intellectuals in GDR society, he nevertheless, 
perhaps in a naïve way, demonstrates characteristics which one would associate with 
intellectuals. Brym defines intellectuals as "persons who, occupationally , are involved 
chiefly in the production of ideas (scholars, artists, reporters, performers in the arts, 
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scienfists, etc., as well as students in post-secondary institutions, who are apprentices 
to these occupational roles" (12). Edgar conforms to the definition in that his entire 
existence concerns itself with ideas. In fact, his inability to integrate into society 
p e d t s  him greater independence of thought than someone like Dieter, the Germanist, 
whose ideas typ* state-directed intellectualism. Edgar's artistic desires, his criticism 
of Dieter's adherence to socialist dogma, and Edgar's ability to relate to the high 
literary work of Goethe, defme him as a person of ideas. Edgar represents the fate of 
the nonconforming intellectual in socialist society. The unwillUigness of the state to 
accept not ody dissenthg views but also individudity makes life unbearable. Suicide 
is an inevitability in the novel because of the pervasive confkontation between the 
individual and the totalitarian state. The ideological conflict is evident in every 
relationship that Edgar has. 
Schopenhauer speaks of the possibility of regarding suicide as an experiment 
and a question that one poses to nature in order to h d  out what change in existence 
and knowledge death brings about. Schopenhauer ultimately rejects the logic of this 
experiment arguing that death "hebt die Identitat des BewuBtseins, welches die 
Antwort zu vernehmen hatte, auf" (337). In reality, Schopenhauer is probably Bght, 
but in the literary death created by Plenzdorf, Edgar is able to circumvent 
Schopenhauer's concept of the destruction of consciousness. Edgar is able to examine 
his own death fkom beyond the grave. It must be kept in mind that Edgar speaks fiom 
the safety of death and position of reflection that it dows,  a place beyond the harsh 
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reality of the socialist society £rom which he felt alienated and in which a series of 
events led to his death. 
Christa Wolf s Kein Ort. Nirgends (1979): "Gesellschaftliche 
Verzweiflung" 
Through the analogy of an historically distant setting Christa Wolf discusses the 
subject of suicide as the consequence of alienation within GDR society. Christa Wolfs 
work Kein Ort. Nirgends (Henceforth K m 9  depicts two historical and literary 
personalities, Heinrich von Kleist (1777-181 1) and Karoline von Günderrode (1780- 
1806), as protagonists in a fictional social gathering at Winkel am Rhein in 1804.~" 
History attests to the suicides of Günderrode and Kleist in 1806 and 181 1 respectively, 
and inclusion of suicide in the novel is, therefore, sirnply the recounting of an historical 
fact, not the fictional creation of the author. Suicide is discussed throughout the work, 
though the deeds themselves, confirmed by history and by the work itself, lie beyond 
the narrated time of the novel. The motif of suicide is of central importance in Wolf's 
work, because it represents the ultimate act caused by the protagonists' psychic 
suiTering. 
9 This text was published without generic description. üinke Growe and Peter F. Teupe classi& the 
work as  a novel. The present study also considers it to be a novel. 
'O Anton K t t l i  inciicates that documentation about Kleist's ùf" reveals a gap for this period. Kleist's 
letters fimm ûctober 1803 and June 1804 are not extant and Wolf chooseu to situate her novel within this 
biograp hical vacuum (463-464). 
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The narrator characterises the act as "Verfehlung gegen das Gesetz" (KON 6) 
and the actors as "Schuldige." Kleist and Günderrode languish because they are at 
odds with the times in which they live, a fact which is repeatedly shown in the text. 
A greater challenge of interpretation is the question to what extent Wolfidentiiies the 
suffering of her protagonists with the contemporary situation in the Gerrnan 
Democratic Republic. In this comection Anton Krattli says of Wolf's work: "Für einige 
Schriftsteller in der DDR scheint es geradezu eine Metapher für das zu sein, was sie 
anders nicht sagen komten" (KON 464). 
The text is replete with instances of suicida1 ideation connected to feelings of 
estrangement, isolation, and inner codlict. This study will fîrst examine the reasons 
which lead each of the protagonists to hisher act of desperation, then the wider 
relevance and application of the novel will be established through connection of the 
protagonists to the narrator, reader, and citizens of the German Democratic Republic. 
Kleist: Individual versus State 
The novel itselfis preceded by quotations from the historical figures of Kleist 
and Günderrode, statements which allude to the psychic dilemma to unfold throughout 
the rest of the work, situating the dilemma in the historical past and thus out of the 
way of the censors. "Ich trage ein Hem mit mir h e m , "  the historical Kleist says, "wie 
ein nordliches Land, den Keim Südfixcht. Es treibt und treibt und es kann nicht 
reifen" (KON 5). This quotation from the historical Kleist reveals a sense of 
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displacement as Kleist's words draw an analogy between himself and Guit unable to 
ripen in an inimical climate. This establishes the codiict between Kleist as an 
individual and the environment in which he lives. Kleist, it is written, is "geschlagen 
mit diesem überscharfen Gehor, [er] flieht unter Vomiinden, die er nicht 
durchschauen darf . . . " (KON 5), words which connote agression ("geschlagen") and 
egression ("fIieht"). It is clear that whatever plagues him is also more p o w e f i  than 
he, forcing him to flee. 
Kleist is plagued by a "zweite Stimme," the suppression of which is already 
described as a kînd of death: "Diese drohnenden, niemals abreiBenden Monologe in 
seinem armen Kopf. Er weiB es ja, was seine Rettung waïe: die Stimme in sich 
knebeln, die da reizt und hohnt und weitertreibt, auf die wunden Punkte hin. Und 
wem er sie zum Schweigen brachte? Eine andre Art von Tod (KON 14). The suicidal 
impulse is described as a pre-existing condition and pattern which is revealed when 
the reader l e m s  that Kleist previously experienced a breakdown associated with the 
destruction of his work Guiscard. Kleist contemplated a suicide pact but was unable 
to persuade his friend f i e l  to accompany him on his deadly course (KON 16). Indeed, 
death as a f o m  of egression is mentioned as he reflects on his failed relationship with 
Wilhelmine von Zenge and the inevitable censure of the Frankfurt society: "lieber 
sterben, als das" (KON 24). Kleist also expresses his existentid malaise in the f o m  
of societal or political duplacement when his thoughts reveal an "angeborene Unart, 
immer an Orten zu sein, wo ich nicht lebe, oder in einer Zeit , die vergangen oder noch 
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nicht gekommen ist" (KON 36). Kleist's constriction of thought is revealed when he 
considers his choices: "das venehrende Ungenügen, sein bestes Teil, planvolI in sich 
abzutoten oder ihm freien Lauf ni lassen und am irdischen Elend zugrunde zu gehn" 
(KON 38). Yet Kleist is determined to take control over his destiny: "Das wird die 
einzige Genugtuung sein, die er in seinem Leben eflahrt. Und er wird sich ebenbürtig 
zeigen. Kein andrer wird das Urteil an ihm vollstrecken als er selbst. Die Hand, die 
schuldig werden m a t e ,  vollzieht die Strafe. Ein Schicksal nach seinem Geschmack 
(KON 39). Kleist experiences a pain so severe that he believes it must either abate or 
kdl him (KON 50). 
As in Plenzdorfs Leiden, the psychological suffering is characterised by an 
impediment to expression. In Kleist's case the inability to mi te  and his belief " d a  
Worte die Seele nicht mden komen" (KON 50), are symptoms of hs t ra ted  
psychological needs. Finally, the source of Kleist's hs t ra t ion is revealed. Kleist 
identifies the State as the origin of his suffering, saying that he has been living "in 
seiner Idee von einem Staat" (KON 83). He inveighs against the state as subjugating 
the interests of the individual to its own: 
SOU der Staat meine Ansprüche an ihn, soll er mich verwerfen. W ~ M  er 
mich nur überzeugen konnte, daB er dem Bauern, dem Kauhann 
gerecht wird: daB er uns nicht alle zwingt, unsere hoheren Zwecke 
seinem Interesse zu unterwerfen. Die Menge, heiBt es. Soll ich meine 
Zwecke und Ansichten künstlich zu den ihren machen? (KON 85-86) 
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The interests of the state, the collective, which take precedence, constitute to him a 
denial of the self. In addressing the specific aspects of the state which cause hs 
afn;ction, Kleist recalls Rousseau, who questioned whether beauty and art have been 
sacrinced to science and progress: 
Die Wege von Wissenschaft und Kunst haben sich getrennt, so redet er, 
lahm genug. Der Gang unserer heutigen Kultur geht dahin. das Gebiet 
des Verstandes mehr und mehr zu erweitern, das Gebiet der Einbildung 
mehr und mehr zu verengen. Fast kann man das Ende der Künste 
errechnen. (KON 10 1) 
Marion Stock describes Kleist's dilemma of individual and society in terms of a 
"Normkonflikt" (192-202).11 Kleist considers possibilities for resolving his problem, but 
is ultimately unable to live with the attendant consequences and compromise to 
himself. P r o j e h g  an internalised societal alienation, Kleist uses juridical terms in 
the pronouncernent of his own g d t  and punishment (KON 39; Stock 202). His 
thinking becomes constricted and his choice is evenhially reduced to one in which a 
solution is sought in suicide.'-" Having internalised the norms of society, Kleist cornes 
to view his own position as sickness, imploring Dr. Wedekind to open up his head and 
extract the defect (KON 104). Kleist experiences interna1 turmoil produced by the 
conflict between societal norms and his need for individual expression, rendering hM 
" In her study, Stock examines suicide in terms of "Normkonflikt." "Losungsmoglichkeiten." 
"Traumatisierung," and "Unlosbarkeit des Normkonflikts." 
'"ne should be reminded t hat Shneidman, in discussing the conative aspect of suicide, states t hat 
each suicide "has an inexorable logic and impetus of its own" (129). 
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unable to separate the world into good and evil, healthy and sick, a situation which he 
perceives as requiring "die Axt an mich selber legen" (KON 10 7). He equates his fate 
with that of the protagonist in a tragedy. where one is damned "sich selber zu 
zerstoren" (KON 108). 
Günderrode: Patriarchy and Alienation 
Wolf's choice of Günderrode as Kleist's cornpanion in suicide is due to the fact 
that she represents, as Christa Wolf herself says, "die Unstimmigkeit der Zeit" (Wolf 
Schatten 225). The historical Günderrode displayed a tendency toward suicide 
(Schatten 225), a trait readily incorporated into the novel and fused with Kleist's own 
self-destructive tendencies. Joining fictional present with the historicd figure of the 
past, an anticipatory quotation also sets the stage for subsequent information about 
Günderrode's fictional character within the novel. "Deswegen kommt es mir aber vor," 
read Günderrodets words, "als sahe ich mich im Sarg liegen und meine beiden Ichs 
starren sich ganz veiwundert an" (KON 5). The passage reveals a splitting of the self 
into parts and the destruction of one of them. She too experiences alienation in the 
face of the society's normative demands. Zn the following example of inner monologue 
Günderrode considers her relationship to the world: "Ich &Me zu nichts Neigung, was 
die Welt behauptet. Ihre Fordenmgen, ihre Gesetze und Zwecke kommen mir desamt  
so verkehrt vor" (KON 9). 
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The novel takes place amidst 
Gündemde experiences alienation. 
a social gathering. Nevertheless, the protagonist 
Her separateness fiom the rest of the Company is 
not simply self-perceived. To Kleist also, she appears "unpassend (KON 25). her 
distinctiveness defjmg definition: "Dame. Madchen. Weib. Frau. AUe Benennungen 
gleiten von ihr ab. Jungfrau: lacherlich, beleidigend sogar; spater will ich darüber 
nachdenken, wieso. Jünglinglli. Kurioser Einfall, weg damit" (KON 25). Günderrode 
suffers fkom the irreconcilability of her aspirations as a writer with the expectations 
of society, at a time when serious writing is resemed for men, as weu as her need for 
a loving relationship. The role to which Günderrode is recluced has been imposed by 
a patnarchal system. She is o b j d e d  and held back by men, unable to reconcile her 
existence as a writer with her desires as a woman (Schulz-Jander 235-236). It is 
Günderrode's desire to express her life in lasting form, though she admits that she is 
stiU far fiom realising that wish (KON 3 1). "DaB die Günderrode schreibt und sogar 
einen gewissen Anspnich auf literarischen Wert erhebt," Sigrun Leonhard writes of 
Günderrode's literary aspirations, "ist selbst schon ein VerstoB gegen die Regeln" (100). 
A prevailïng patriarchal sentiment is reflected in Kleist's inner thoughts when, with 
reference to Günderrode, he condescendingly intimates that women's role in literature 
is a frivolous pastime: "Sie dichtet? Fatal. Hat sie das ndtig? Kennt sie nichts Besseres, 
sich die Langeweile zu vertreiben?" (KON 26). 
It is thus the external circumstances which are at the foundation of 
Günderrode's suicidal ideation. Her desire to be a serious writer and her need for a 
relationship, mutually exclusive in this society, are the psychological needs which are 
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fnistrated This hstrat ion develops to the extent that Günderrode seriously 
contemplates suicide: 
Sie kennt die Stelle unter der Brust, wo sie den Dolch ansetzen muB, ein 
Chinug, den sie scherzhaft fkagte, hat sie ihr mit einem Druck seines 
Fingers bezeichnet. Seitdem, wenn sie sich sammelt, spürt sie den Dnick 
und ist augenbiicklich d g .  Es wird leicht sein und sicher, sie muB nur 
achten, daû sie die Waffe immer bei sich hat. Was man lange und oft 
genug denkt, verliert d e n  Schrecken. (KQN 11) 
The passage gives strong indication that Günderrode actively and often fantasizes 
about the method of death to the extent that she is actually comfoaed by thoughts of 
suicide and the sensation of the knife; they corne to represent autonomy and control 
over Me. 
Despite the comfort that the contemplation of suicide brings, Günderrode is 
troubled by the religious Ad social injunction against it. Referring to the "zehn 
Gebote" as the "zehn Verbote," she maintains that suicide is regarded as more 
egregious than a transgression of any other of the Ten Comrnandments: "Es ist eine 
Gier jener verbohrten, heiUosen Art, die uns mit Recht verboten ist, so daB die andeni 
zehn Verbote davor verblassen. Vater und Mutter toten: bose, doch sühnbar. Sich 
selbst vernichten: Unnatur" (KON 97). 
The novel describes the increasing understanding and identification between the 
two protagonists, whose dienation and inner conflict lead to the propensity to flee from 
circumstances and, ultimately, suicide. Günderrode speaks of "unseren nahen Tod 
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(KON 92); it is said that she speaks "als sprache sie für ihn weist]" (KON 105). and 
that she reads his thoughts (KON 118), both indications of their uicreaçingly common 
feelings, und their very identities seem as one: "Der Nachmittag hat ihr gegeben, was 
in ihm war. Sie m6chte fort" (KON 94). Kleist. in an expression of mutuality of feeling, 
gives definition to their similitude: "Der Geheime Rat, sagt Kleist, doch auch Herr 
Merten preisen mir die Vorzüge der neuen Zeit gegenüber denen der alten. Ich aber. 
Günderrode, ich und Sie, denk ich, wir leiden unter den Übeln der neuen" (KON 109). 
The reference to the evils of a new time can be construed as referring also to the period 
in which the novel is being read, a consequence of the ambiguous use of the pronoun 
"wir," as will be discussed further in the section that follows. 
The Meaning of Suicide 
Beyond the historical confines and distance of the novel, it remains to discuss 
the significance of suicide here for the readenhip of the GDR. Part of the novel's 
meaning is to be found in the intention of the authoi. Wolf herself expressed a 
motivation for the writing of her work in an interview which took place in 1982: "'Kein 
Ort. Nirgends habe ich 1977 geschrieben. Das war in eùier Zeit, da ich mich selbst 
veranlaBt sah, die Voraussetzungen von Scheitem zu untersuchen, den 
Zusammenhang von gesellschaftlicher Verzweitlung und Scheitern in der Literatur"' 
(qtd. in Schulz-Jander 233). According to the novelist herself, the germination of the 
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novel is to be found in the GDR of the 1970s, and links social despair to the failure of 
literature. 
Identification of the reader with the characters of the novel is accomplished, in 
part. through Wolfs narrative technique. "The blending together of author-voice and 
protagonist-voices establishes a lùik between past and present, miter and literary 
figures" (Schulz-Jander 240). Wolfs technique of fusing actual historical quotation 
with her own fictional passages, referred to by Sigrun Leonhard as the 
"Verschmelzung von Subjektivem und Objektivem," the ambiguous use of the 
narratorial pronoun "wir," and the often b l w  transitions between character voices, 
establish reciprocal and inclusive identification between narrator, reader. and 
protagonists, often promptulg the reader to pose the narratorts question "Wer spricht?" 
(KON 6). The narratorial structure is dialogic, addressing both the "Vorgihger" 
protagonists and the reader (Schulz-Jander 234). Despite this relationship, distance 
and identification between protagonist, narrator, and reader exist in precarious 
balance. Distance between reader and protagonists exists by virtue of the protagonists' 
historical remoteness fiom the readership, but this distance is dissolved by the 
narrator, who establishes a nexus between herself and the reader: "Und wir, immer 
noch gierig auf den Aschegeschmack der Worte" (KON 5), the narrator states, making 
the connection between history and the reader. Comected by the identity contained 
in the word "wir" the reader relates to the fates of the protagonists as they unfold. 
Thematic parallels regarding technical progress as well as the roles of the sexes 
also e ~ t  between the nineteenth-century setting and present day society (S. Leonhard 
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104-105). Identification of the reader with the protagonists is maintained through 
Wolfs citation technique and use of parataxis, both of which demand more active 
participation and thus greater identification on the reader's part (Schulz-Jander 241). 
The distance between narrator, protagonists, and reader seems completely dissolved 
when, near the end of the novel the question of identity is raised: "Ich bin nicht ich. 
Du bist nicht du. Wer ist wir?" (RON 138). In the opinion of Siegfried Streller the 
novel thus becomes "eine Adorderung an den mündigen Leser ni selbsthdiger 
Auseinandersetzung mit Exis tehagen  unserer so bedrohten Gegenwart im Spiegel 
der Vergangenheit" (362). 
How is the very obvious inclusion of the suicide motif to be interpreted? The 
intra-novel sigdicance is wholly instrumental. Both Kleist and Günderrode commit 
suicide in order to escape the psychological suffering associated with the societal 
pressure to conform and compromise and, though the characters have shunned 
conformity and exerted control over their destinies, they have been forced to deny their 
individuality and ultimately their own existence. Although the protagonists' 
psychograms have been developed within the context of historically distant characters, 
expressive signi6cance attaches to the novel as one examines it in relation to the GDR. 
Growe wams against too positive an interpretation of the freedom gained by the 
protagonists' choice of suicide, arguing that, within their specific context, suicide is the 
only fkeedom which remains to them (97), raising the question whether suicide, in the 
absence of other choices, is, in fact, a free decision at all. Although the protagonists 
of the novel eventually commit suicide, a fact which necessarily creates pessimisrn, 
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there is evidence to suggest that room for hope in Wolf's novel does exist. Signin 
Leonhard makes reference to the fact that a dichotomy of position is refiected in the 
title of the novel. In one sense the title suggests that a place of individual m e n t  
will never exist. On the other hand, the title, which is a translation of the Greek ou 
topos, and the basis of the word "utopia," calls to mind the more popular association 
of an ideal place. Etohmasser maintains that suicide in WoUs novel is an act of "Ich- 
Stiirke," where the protagonists' suicides reflect deliberation and a sense of conviction 
(220).13 Wolfs work is delivering a message of caution against complacency and 
directing attention to problems within the GDR. The words "Einfach weitergehen. 
denken sie" (KON 151) expose the resignation with which the protagonists meet the5 
fate in a society where H e  is, for them, unlivable. Yet hope is projected in 
Günderrode's statement " Wenn wir zu hoffen aufhoren, kommt, was wir befürchten, 
bestimrnt" (KON 148). The protagonists are only an "Entwud," but hope remains in 
the possibility that their example may some day be taken up again. Their suffeiing 
and death is offered as an admonition to their successors to stay the course in the 
attainment of a place in which "unser unausrottbarer Glaube, der Mensch sei 
bestimmt, sich zu vervollkommnen" (KON 150) is realised. Through the safety of 
historical distance and the power of analogy, the author presents the suffering of two 
people, driven to suicide by a society in which individuality is not tolerated. 
l3 Rohnvasser identifies in Woiî's novel the concept of "Sich-Finden vor dem Absprung," as examineci 
in Jean Améry's Hand an sich Legen. 
108 
Christoph Hein's Homs Ende (1985): Suicide as an Admonition 
to Remember 
Of Christoph Hein's novel Hom Ende Phillip McKnight says: "Hein creates a 
new reality, an artistic reality in which Horn's function is to provide a metaphor for 
the social and political contradictoriness of the period of time Çamed within the period 
(41). Horn is the protagonist of a novel which has the events of the 1950s as a 
substantial part of its backdrop, but which is historically multi-layered. joining 
together the Nazi era, the 1950s and the establishment of the GDR. the primary 
subject of the novel, and the early 1980s. which is the "narrative present" (McKnight 
40). The 1950s were a period of change and ideological instability in the GDR, and as 
McKnight notes, "a period of transition fkom the Nazi past to a form of socialism" (78). 
The reform movement, tiggered by Stalin's death and Knischev's securing of power. 
led to a penod of Tauwetter in communist countries, and a direction among 
intellectuals, politicians, and writers in the GDR known as "Der dritte Weg," 
proponents of which were Walter Janka, Gustav Just, and WoEgang Harich (McKnight 
79). At £irst tderant of the democratization of socialism, the East German authorities 
swiftly resorted to suppression to maintain stability in the GDR, following the quelhg 
of the Hungarian rebelhn in 1956 by the Soviet Union (McKnight 80). 
Based loosely on the Me of one Heinz Horn, who hanged himself on January 8, 
1958, the novel is not concemed with achieving an accurate chronicling of the 
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historical figure's lifetL4 but rather seeks to "recall what effect the unjust fates of those 
who stniggled for truth and integnty in the socialist world had on them and on society 
at large, on the history of what Hein calls 'social autobiography"' (McKnight 8 1). At 
the centre of this "social autobiography" is the biography and the reconstruction of the 
protagonist Horn's Me and suicide which, McKnight asserts, "represent the 
victimization of many prominent intellectuals who attempted in good faith to 
democratize the socialist movement in the 1950s" (41). It will be shown that Horn's 
suicide fidi% an instructive function to a newer generation of GDR citizens, as it links 
the past with the present in a depiction of suicide which is the result of an oppressive 
system. 
The novel is divided into eight chapters, each of which is subdivided into 
individual monologic voices of various characters within the novel, who relate events 
fkom their subjective points-of-view, revealing also l'the historical milieu of 
developments in East Germany which affect a l l  the characters, socidy and 
psychologically influencing their progress into the present" (McKnight 40). As the 
narrators examine their mernories of Horn and the d e c t  his suicide has had, so too do 
they explore their relationship to the society in which they live (Jakel 193). Suicide 
thus becomes relevant to more than just Horn's individual case. The novel represents 
an appeal to its readers not to compromise historical truth for the tenets of an abusive 
system. The reasons for the protagonist's suicide, an historical given from the outset, 
'" In conversation with ikysztof Jachimczak, Hein refers to the historical figure, a philosopher named 
Horn, who committed suicide in the 1950s. Hein describes the relationship between the fictional and 
historical figures as "eine ganz ferne Beziehungn (Jachimczak 353: See also McRnight 78). 
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are reconstructed in scattered details through the perspectives of the many characters. 
Aspects of Horn's Me and suicide are not presented chronologically, but rather are 
taken up sporadically, in a technique which constantly re-engages the reader, who is 
forced to re-examine repeatedly the question of Horn's suicide. 
Thomas 
Occupying a special position in the constellation of characters is Thomas, a boy 
of about twelve years of age at the time of Hom's suicide. Thomas is not only one of 
the monologic voices within each chapter, but is &O one of the parbers in an extended 
dialogue whch precedes each chapter. I6 As more details are supplied, this dialogue 
assumes an anticipatory as well as an exegetic function. Structurally and temporally 
outside the more realistic limitations of the rest of the novel, the dreamlike dialogue 
supplies a h e d  message to the reader, one more reflective of an omniscient narrator. 
Trinnere dich" (HE 5), the first two words of the novel, are a charge both to the novel's 
reader and to an adult Thomas, subsequent to which Thomas's perspective is joined 
to that of the reader throughout the remainder of the novel. 
l5 When asked about the meaningof these dialogues, Christoph Hein vabdated several possibiiites: "Es 
kann ein Diaiog des alter geivordenen Thomas mit dem toten Horn sein, es kann ein Selbutgespriich des 
.\utors oder des Enaàlers sein. was dann nicht identisch ist mit dem Xutor, e s  kann dann ein Dialog 
nvischen den Zeiten sein" (Jachimczak 353). 
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Horn 
In e s t ab l i shg  the motivation for Horn's suicide, the reader is able to glean 
dues to his psychological dilemma fkom scattered details throughout the novel. The 
story is clearly situated within the GDR and Hein himself provides information 
regarding its temporal setthg: 
Der Roman selbst spielt auf drei Zeitebenen: 1957, die Jahre davor, also 
vor allem die Nazizeit, das Ende des Krieges und Beginn des Aufbaus der 
DDR, und die dritte Zeitebene sind diese 25 Jahre spater, nach 1957, wo 
alle Figuren sprechen, egal ob sie noch leben oder nicht. . . . Das sind die 
achtziger Jahre, also fast die Zeit, in der der Text von mir geschrieben ist. 
(Jachimczak 353) 
Horn's fnistration is unquestionably linked to his confiict with the socialist system, the 
genesis of which antedates his experiences in Bad Guldenberg. Thomas's father 
reveais that Horn was forced to give up a meaningful position in Leipzig as a result of 
a situation he characterizes as "Eine dunkle Geschichte, . . . etwas Politisches" (HE 
65). Details of the circumstances are gradually revealed, primarily through the 
"pseudosozialistischer Politikef Kruschkatz (Snamenskaja 5 Il), mayor of Guldenberg, 
who, in speaking about Horn, connects past events with present ones: 
Er wollte Leipzig nicht vergessen, und verstehen konnte er es nicht. 
Ihm war dort Unrecht geschehen, gewiB, und an diesem Unrecht hatte 
ich meinen Anteil, ich habe es nie bestritten. Aber es gibt eine hohere 
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Moral, vor der sich Recht und Unrecht die Waage halten oder gemeinsam 
zu fragwürdigen Werten schrumpfen. Es war h m  ein geschichtlich 
notwendiges Unrecht angetan worden im Namen eines hoheren Rechts, 
M Namen der Geschichte. (HE 69) 
Iiruschkatz, instrumental in Horn's demise in Leipzig, admits that actions taken 
against Horn were unjust, but is able to explain the actions as being a necessary wrong 
for the good of a higher purpose. Though Kmschkatz offers only one of several 
perspectives regarding Horn's death, he provides essential information regardmg the 
politicd reasons for Horn's deparhire fiom Leipzig. In a statement revealing political 
determinism Kruschkatz describes Horn's death as disturbing, but explains that Horn 
dies "weil er für diesen Tod vorgesehen war" (HE 26). These attitudes reflect the view 
that sacrifices must be made for the greater good of the society, that progress demands 
a blood toll, and Kruschkatz's further assertion that "das schrecklichste Opfer, das der 
Gang der Geschichte fordert, ist der Tod von Schuldlosen" (HE 73). h s c h k a t z ,  the 
cornpliant party official, absolves himself of personal responsibility for Horn's death, 
reasoning that it is simply a consequence of nonconformism within the society: 
Drei Jahre nach meinem Amtsantritt als Bürgermeister verübte er 
[Horn] Selbstmord. Ich habe ihn nicht davon abhalten konnen, und ich 
weiB, daB einige Leute in der Stadt mir die Schuld an seinem Tod geben. 
Das ist unsinnig. Horn war für diesen Tod bestimmt wie ein Ochse fiir 
den Schlachthof. Er war nicht lebenatüchtig. (HE 72) 
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The d e  employed b y Kruschkatz not only indicates Horn's inevitable destruction, 
but also reveals the power imbalance and lack of individual rights within the socialist 
system, as well as the cruel view that people are as expendable as animals. 
"Lebenstüchtig" is an ideological term. reminiscent of both the Nazis and of socialism, 
embodied in the character of Kruschkatz. Hom was not a party adherent and was 
therefore an understandable consequence of the c o d c t  between state and dissident 
individualism. Horn's inability as an individual to survive within the monolithic. 
unbencihg power structure of socialism reinforces the expendability of nonconformist 
views. On a personal level, Kruschkatz blames Horn for the death of his 
(Knischkatz's) d e .  and views Horn's suicide as an act of revenge for events in Leipzig. 
Knischkatz's presence in Bad Guldenberg connects Horn's experience in Leipzig with 
his Me in Bad Guldenberg, and relations between the two men are strained, though 
Knischkatz attempts a reconciliation between them. 
The continuity of political ideology and the suppression of dissident views are 
presented in the renewed persecution of Horn in Bad Guldenberg. Kruschkatz's 
opportunistic underhg  Bachofen denounces one of Hom's historical writings as 
containing encoded revisionist messages inimical to  socialist society (HE 102). He 
identdies Horn as follows: 
. . . ein typischer Vertreter intellektuellen Kleinbürgertums . . . [slein 
Unglaube an die Kraft der Arbeiterklasse und ihrer Partei habe ihn 
genotigt, der bürgerlichen Ideologie Zugestiindnisse zu machen und im 
Chor mit liberalistischen Schwatzern eine sogenannte Erweiterung der 
Demokratie zu fordern. (HE 104) 
The accusations require h schka tz ' s  renewed involvement in Horn's fate and, as 
before, Kruschkatz acts against Horn so as not to endanger the former's own position 
(HE 104). Again, his assessrnent of Hom is one of fatalism: "Aber ich unterschrieb 
auch, weil allein Homs unduldsamer, bornierter Starrsinn mich würdelos machte und 
ich davon übeneugt war, daB weitere Nachsicht ihm nicht helfen komte, sondern die 
Katastrophe lediglich adchieben würde" (HE 105). Knischkatz, whose views and 
actions reveal a near apologetic rationalization of socialist. politics, is contrasted with 
Bachofen, an opportunist within the Party. It is Bachofen who initiates the 
persecution of Horn in Bad Guldenberg, contrary to Kruschkatz's will, thereafter 
openly accusing Hruschkatz of indifference and, ultimately, of responsibility for Horn's 
suicide (HE 238). Bachofen rationahes Hom's suicide as that of a "Klassenkihnpfer," 
who was prevented by Kruschkatz 6.om seeing the error of his ways, thus precluding 
repentance (HE 238). 
Despite Kruschkatz's protestations and his representation of the official 
rationality, he realizes that others do amibe guilt to him, for reasons other than those 
given by Bachofen: "Denn selbst Irene, meine eigene Frau, gehorte zu jenen Leuten in 
Guldenberg, die mir seinen Selbstmord anlasteten" (HE 72). The physician, Dr. 
Spodeck, who has information about the "bose Geschichte" in Leipzig, diagnoses 
Kruschkatz's physical problems as being the result of his g d t y  conscience. Although 
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Horn's death cornes to her as a surprise (HE 20), Gertrude Fischlinger. with whom 
Horn Lived and shared a bnef period of intimacy, declares "Er war nicht geboren, um 
auf Erden glücklich zu werden" (HE 1 14). 
Horn's alienation and psychological dilemma are the direct result of the conflict 
between individudi@ and the ideological doctrine of the over-regulated socio-political 
system in which he lives. Dissident views are pursued and have negative 
consequences. as is Uustrated by the revocation of Horn's doctorate and his 
banishment to a provincial town. The persecution of dissident views leads to Horn's 
isolation f?om society, or, put another way, to a lack of integration in society. Lack of 
integration has been identified by Durkheim as contirbuting to egoistic suicide.16 
Transplanted to Bad Guldenberg, Horn tries to carry on his truthfd interpretation of 
hstory, but when accusations begin anew, the psychological constriction leads to a 
lethal form of egression. 
As his sukidal intention takes shape in his mind, the relational aspect of suicide 
becomes evident. Horn's suicida1 intentions are communicated to other characters and 
to the reader. Horn visits the pastor and is overheard by Jule as he proclaims his 
innocence and conveys his desire to disappear. The pastor's subsequent recitation of 
the Dies Irae, the lamentation of the dead (HE 115). further infoms the reader of 
Horn's impending death. Horn visits Gertrude a few days before his disappearance, 
saying, " d a  man in seinem Leben nicht immer nur davonladen k o ~ e "  (HE 1 l6), 
l6 Durkheim states that "suicide varies inversely with the degree of integration of the social groups of 
which the individual is a part" (209). 
116 
sigmfjmg an action dflerent fkom his departure fkom Leipzig. To Irene Knischkatz 
and Dr. Spodeck, Horn describes himself as a lost soul. "Haben Sie denn nie das 
Gefühl," Horn asks, "diese Stadt auf dem schaeizsten Wege verlassen zu müssen?" (HE 
2 12-2 13). Dr. Spodeck interprets Hom's statements as a communication of suicidal 
intention and appeals to Horn ta make peace with himself (HE 214). During a medical 
visit to Dr. Spodeck, Hom again indicates suicidal ideation when, in speaking about 
his condition, he says: "Nein. Ich fürchte, die Apparatur ist insgesamt zum Teufel. Sie 
will nicht mehr" (HE 227). Dr. Spodeck uses the religious injunction against suicide 
in an attempt to dissuade Horn h m  taking his Ge: "Versündigen Sie sich nicht an der 
Schopfung, Dr. Horn" (HE 227). Hom's inevitable death is also presaged by the artist 
Gohl when he says: "Es geht deinem Horn nicht gut, Thomas, aber wir beide komen 
ihm nicht helfen" (HE 221). Thomas forms a sigdicant link between Horn and the 
reader. He witnesses the deleterious effect of the state on Horn and it is Thomas 
whom Horn implores to remember in the drearn-dialogue. 
The Meaning of Suicide 
It remains to discuss what instrumental and expressive signr6cance suicide has 
for this novel. Instrumentdy, Horn removes himself physically fkom a society in 
which he can no longer be true to his concept of history without sanction. On a 
personal level, this has led to psychological pain and desperation. Horn is described 
as leading an existence nearly devoid of normal human contact. Though he reaches 
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out briefly to Getrude Fischlinger, it is in a superncial, physical way. He enjoys a 
following at  his Thursday evening lectures, but it is stated that few understand the 
tnie import of his discourses. His admonition to represent history honestly is largely 
lost in historical analogy, a fact necessitated by the threat of political sanction. Suicide 
as depicted in the novel represents also the ultimate rejection by an individual of 
society. 
The expressive significance of Horn's suicide is also to be found on the intra- and 
e?rtra-novel levels. Within the novel, Horn has substantial impact in death: "Der Tote 
erregte die Kleinstadt auf eine unangemessene Art. Die Leute gaben ihm, auch als er 
endlich unter der Erde Iag, keine Ruhe. Es schien mir mschkatz] ,  als ob sie von 
einem bosen Geist getrieben wurden, unablassig über ihn zu reden. Der tote Hom 
Lastete aufihrer Seele" (HE 105). And it is Horn's suicide which marks the permanent 
departure of the gypsies, a group which exists outside societal constraints. The 
expressive meaning for characters witbin the novel is shown to Vary according to 
political ideology. Bachofen, who represents ideological and political rigorism and is 
a defender of the system, stands apart from other characters in his assessment of 
Hom's death: "Der Selbstmord sei Homs Schuldbekenntnis gewesen, ein Bekemtnis 
abartiger und sozialismUSjFeindlicher Denkungsart. . . (HE 238). Bachofen exemplifies 
the correct socialist view, that as an opponent to socialism, Horn's suicide is little more 
than an admission of an inappropriate political stance. As has been demonstrated, 
many impugn Kruschkatz, a representative of the state, for Horn's death, though for 
different reasons. Since Kruschkatz has contributed to Hom's officia1 denunciation on 
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two occasions, condemnation must be seen as attaching also to the State. Horn's 
confiict with the system is related to his conception of history. Manipulation of history 
is at the heart of Horn's appeal to the young Thomas: ". . . und doch schreiben auch wir 
die Geschichte. Wir sind es, die dafür einzustehen haben, ob die Wahrheit oder die 
Lüge berichtet wird" (HE 68). Horn likewise discusses with Dr. Spodeck the necessity 
to contemplate one's history and the consequences of so doing. "An unserer 
Vergangenheit haben wir alle zu knabbern," Horn says, "Dem einen beschert sie 
schwere Traume, dem anderen einen m e n  Tod" (HE 229). Though Horn is the only 
character within the novel that openly commits suicide, dienation or what might be 
considered partial egression fkom society is demonstrated by others. The continuity 
of political persecution in Bad Guldenberg is illustrated in the self-sacrifice of Gohl's 
wife, who changes places with her mentally retarded daughter, the near-victim of Nazi 
selection. Gohl continues to live as a reclusive outsider, fearing that death has 
forgotten him (HE 38). Kruschkatz becomes increasingly disillusioned with the system 
in which he lives. Kis words reveal behaviour which is intentionally inimical to his 
health: "Ich zündete mir eine Zigarette an. Ich wuBte, es war Gift für mein Herz, aber 
es war ein Gift das mir den Schmen nahm" (HE 27). Findy, isolated and in 
retirement, Kruschkatz tries to chase away his mernories, welcoming death: "Wem ich 
doch sterben konnte, um allem zu entgehen. Sterben, um nicht zu traumen. . . . LaBt 
mich haudos, lichtlos, erinnerungslos. Ich warte auf euren sanfteren s u e n  Bruder, 
ich warte, ich warte" (HE 260). It is through the character of Thomas that the novel 
links the expressive meaning within the novel with the meaning presented to the 
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reading audience. Thomas and the novel's reader are joined in the dialogues which 
precede each chapter. Unidentified, the addressee of the appeal "erinnere dich" can 
also be understood as being the reader. Thomas is not actually plagued by Horn, but 
rather by his memory of Hom: "'-Wem Sie [Horn] keinen Frieden haben, lassen Sie 
mir meinen Frieden.' --'Hast du es b e r  noch nicht begnffen, Junge? Du [Thomas] 
bist es, der mit den Toten nicht leben kann"' (HE 19 1). Horn, as persodied memory, 
interprets for Thomas the reason for his death: "Du da& nich vergessen, mein Junge. 
Wenn du mich verflt, erst dam sterbe ich wirkiich (HE 59), indicating that the 
reason for his death wiU have been lost, if it no longer resides in Thomas's mind. This 
statement discloses the fact that Horn, though physically dead, still takes on life in the 
memory of Thomas, a representative of a newer generation, e ~ s t i n g  as potential for 
effecting change: "Solange es ein menschliches Gedachtnis gibt, wird nichts umsonst 
gewesen sein, ist nichts verghglich" (HE 145). The importance attributed to history 
and memory by the protagonist Horn is echoed in Hein's own understanding of history: 
"Das Begreifen der unmittelbaren wie auch der ferneren Vergangenheit halte ich für 
absolut notwendig, wenn man die eigene Situation erkennen will. Insofern sind das 
Dinge, die ich zum Verstiindnis meiner gegenwartigen Gesellschaft benotige" 
(Jachimczak 351). Although the relationship between the fictional Horn and the 
philosopher on whom his character is based, is distant, Hein admits that the 
connection "einfach mit der Existenz und dem Tod des Philosophen zu tun hat" 
(Jachimczak 353). "Wir sind nicht unabhbgig, kein Individuum ist von den 
gesellschaftlichen Entwicklungen unabhiingig'' (Jachimczak 358). says Christop h 
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Hein, and it is clear that Homs Ende is a novel in which the author asks the reader 
to examine the continuity between history and the present. 
Summary 
In three of the four novels here examined the young fdfill a role in the depiction 
of suicide. Youth naturally symbolizes the future of any nation, and any work which 
shows young people in a self-destructive Iight projects the future of a nation in a 
negative way. In the opinion of Oskar Brüsewitz, a Protestant minister in the GDR 
who blamed his suicide on conditions in his country, the Socialist Unity Party had, 
since the Ninth Party Congress, sought to take too much control over the youth of the 
GDR ("Diktatur" 36). The minister, who identifïed the cause of his suicide in a note 
to his daughter, took his Me, not just out of desperation, but also as a form of social 
protest. 
In Becker's novel Lina is symbolic of the hope that is engendered by Jakob 
H e p ,  the wiLlingness to suspend disbelief for the sake of love and happiness. In the 
dire circumstances of the ghetto, h a  holds on to the hope symbolized in the fairy tale 
of the sick princes (JdL 163). As the inhabitants are transported away fiom the 
ghetto Lina begins to question the truth of Jakob's story. At the same time the 
narrator, who relates events in the present tense, casting himselfback to the end of the 
war. begins to realize the purpose of Jakob's fiction. "Buchen und Erlen und Birken 
und Weiden und Kiefer, du Iieber Gott, was sehe ich für Baume" (JdL 269), the 
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narrator says to himself, and shortly thereafter, "mitunter setze ich rnich heute noch 
in einen Zug," (JdL 270) and the connection to the present is made. The narrator 
realizes that Jakob's fiction sustained many inhabitants at least to the point of their 
deportation. Although h a ' s  fate is never specifically mentioned, the knowledge of the 
namator's survival engenders hope in the reader, and to an extent validates the actions 
of Jakob, referred to by the narrator as a hero . 
Plenzdoffs depiction of the future of youth is more pessimistic than Becker's. 
Plenzdorfs novel does not show a range of possibilities for youth, but rather a choice 
between conformity or suicide. Edgar, who never knows real happiness in socialist 
society, develops fkom passive cornpliance within the system to self-isolation hom 
society and eventually to  lethal egression. Others are unable to understand Edgar's 
plight. In an obituary, Edgar's mother describes her son's death as "unfaBbarV (DnL 
B), an admission which emphasizes the distance between her, someone aspiring to 
conformity, and Edgar, someone who has been isolated by it. Isolation fkom his peers 
is reflected in Charlie's often stated insight "Edgar war ja nicht zu helfen" (DnL 73). 
Self-destruction in youth is particularly disturbing, especialIy when non-conformity 
and isolation are brought about by the prevailing socio-political ideology. Edgar's 
death signals the "Aufkündigung des Bildes vom funktionierenden Kollektiv" 
(Rohrwasser 220). 
In Christoph Hein's novel, like that of Becker, youth is not portrayed in the 
commission of suicide, rather it bears witness to the transgressions of society. Thomas 
examines the past and the lingering image of Horn, whose suicide symbolizes the need 
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to reassess constantly the confinuity of history. Thomas lives as the inheritor and 
interpreter of the past. Inasmuch as the destruction of Hom's career in the 1950's and 
eventual suicide were a product of a socialist system bent on containment and 
conformity, the rneaning that Horn's suicide wiU ultimately have depends on the 
ability of Thomas to process the remembered information. "Thomas exhibits a natural 
inclination to forget and to suppress" (68), McKnight states. At the beginning of the 
eighth chag ter, Thomas expresses this desire to suppress: "Ich will jetzt schlafen, toter 
Mann. Schlafen und vergessen" (HE 249). Horn's voice, however, adjures him to 
remember. 
This study has referred to the concept of the intellectual with regard to the 
protagonist Edgar in Plenzdorfs Die neilen Leiden des jungen W. The noun 
"intellectual" is not a precisely debable term. Zn addition to the definition already 
included fkom Robert Brym's Intellectuuls and Politics (1980). this study cites the 
dennition of intellectual contained in Julien Benda's well-known work on the subject 
The Treason of the Intellectmk (1927). Benda defines intellectuals as "all those whose 
activity essentially is not the pursuit of practical aims, all those who seek their joy in 
the practice of an art or a science or metaphysical speculation, in short in the 
possession of non-material advantages" (43). Keeping in mind the dennitions of 
"intellectual," it is clear that the characters presented in the novels exhibit traits 
ascribed to intellectuals. Hein's character Horn and WoWs characters q u a w  as 
intellectuals by virtue of their professions (academics and writers). Becker's Jakob 
H e p  and Plenzdorfs Edgar, however, should, by virtue of their ideas. activities, and 
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disposition to their society, be considered intellectuals as well. Common to all 
protagonists is the opposition to certain elements of the world in which they live. 
Bernard E. Brown has stated that "totalitarian regimes h U 3 . l  themselves and their 
logic by suppressing opposition; when they cease to suppress opposition they cease to 
be fascist or communist" (145). The conflict between individual and state is evident 
in a l l  novels of the GDR deah with here. The protagonists represent the opposition to 
socialism, a position which leads to conflict. Suicide becomes a consequence of this 
confiict, s i m g  an act of egression and protest. Suicide as an actual form of 
expressive protest in GDR society is cWicult to q u a n e  since official statistics are 
nifficult to interpret, when available at all, although the example of Oskar Brüsewitz, 
already given ("Diktatur"), suggests an existing condition in the GDR, because his 
suicide was admittedly committed in protest against the policies of the GDR towards 
its youth. 
Jakob H e p  pursues a course in which he strives for the preservation of his 
people, though in doing so he places himself and even others in constant ped .  
Whereas others are concerned with their day-to-day existence, still obedient to the 
Nazi oppressors, Jakob actively combats despotism, manufacturing hope for those who 
might otherwise have ceased to beliwe that survival was possible. It is this ideological 
opposition that sets Jakob H e p  apart fiom others, even those such as Dr. 
Kirschbaum, who was critical of Jakob's fictional news reports, though Kirschbaum 
does eventudy commit suicide in a way that can be understood as having expressive 
meaning for others. Jakob Heym's opposition to the Nazi regime is, as has been 
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shown, Becker's analogy to the socialism he @3ecker] experienced. Like a.U totalitarian 
systems, socialism in the GDR was intolerant of open opposition, fearing that 
opposition codd undermine and eventually destroy it. Control in the form of 
censorship thus led to veiled criticism of the kind seen in Becker's novel. 
Plenzdorf's Edgar is engaged in an ideological struggle with the socialist system. 
Edgar's objection to socialism arises not because of his incornpetence, but because of 
the system's egidity and inability to accommodate Edgar's desires. Edgar's 
perspective, which is modified after death and is politically more in conformity with 
socialist orientation, is self-critical, but, as Brenner points out, the novel was 
understood as a call to re-examine the responsibility of society toward the individual, 
especially the youth (41-42). And indeed, Plenzdod's novel adds to the i n t ek tua l  
discourse about political and generational rigidity by influencing Volker Braun's story 
Unuollendete Geschichte (1975) in which Karin, the main character, discovers her 
brother's copy of Die neuen Leiden des jungen W. (Brandes and Fehn 608). 
Citing a 1982 interview in which Christa Wolf gives her reasons for writing Kein 
Ort. Nirgends, Schulz-Jander notes that Christa Wolf, "abandons the sovereignty of 
the authorid position to posit her own experience as part of the text" (239). Lifting the 
veil of the historical distance of the novel, Wolf openly articulates criticism of a system 
which expatriated Biemann in 1976, raising the question as to why disguised 
criticism is necessary at d. In this regard, it is worthy of note that the 1980s 
witnessed change within the GDR, change which allowed discourse such as Dieter 
Schlenstedt's concept of "socialist critical realism" and the "problematic hero," instead 
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of the traditional "positive hero," through which a form of self-criticism could develop 
(Emmerich Kleine Literaturgeschichte 420-42 1). 
InteUectual repression in the form of censorship continued in the GDR in the 
1980s. As McKnight states, Christoph Hein's Homs En& "languished over a year on 
the publisher's shelves while the censorship office struggled to keep it off the market" 
(74). The censors were concerned with the novel's expression of continuity between 
fascism and socialism. Eventudy, however, the book was released without official 
authorization, referred to in a letter written by Hein in 1993 as, "to the best of my 
knowledge, the only belletristic book that ever appeared in the GDR without this 
essentially indispensable authorization" (qtd. in McKnight 77).I i  Similar to 
Schlenstedt's argument for selfcrticism, Jürgen Engler, Hein's &end and the member 
of a group of younger intellectuals, argued "dialectically that the novel needed to be 
published in order to provoke argumentative reactions fkom the Marxist standpoint" 
(McKnight 75). 
Fiction in the GDR was seen as playing a sigdicant role in the furtherance of 
political ide& and was, for this reason, subject to control (Emmerich KZeine Geschichte 
17). Consequently, intellectual agitation in the GDR could have a sigdicant impact. 
However, the inability to appease or circumvent the censors could carry negative 
consequences for the author. 
klcluiight alço notes the release, six months earlier, of an illegal edition. apparently by mistake. X 
number ofcopies of this eariier edition were bound with the cover jacket of Karl May's Der Geist des Llano 
Estacado (7 7-78). 
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The theme of suicide in the novels forms part of the overd criticism of socialisrn. 
In each of the four novels suicide is presented as the consequence of a relationship 
with society which was ultimately inimical to the individual. In aIl but Plenzdorf's 
novel, discussion of suicide as the result of societal oppression or rigidity is disguised 
by histoncal analogy, a typical device to circumvent GDR censorship. Plenzdorfs novel 
effectively makes ambiguous the issue of suicide as a negative example, i.e., Edgar as 
a negative hero. Edgar's non-conformity is, however, simply an expression of the right 
to self-determùiation and social inclusion. Any society whch denies these 
fundamental rights of the individual can not be seen in a positive Light. Suicide 
fiuictions as the metaphor for intellectual dissension and an expression of the rejection 
of socialism's s t a t u  quo. 
What Lies ahead for the eastern part of Gemany following reunification? An 
article published in the magazine Der Spiegel in 1994 examined new trends in actual 
suicides. Still exhibiting a higher suicide rate than the western part of Germany,18 the 
article obsenred a change in motives for suicide since 1989. Whereas before 1989 
people became desperate as a result of the "allgegenwartigen Giingelung, Verfolgung 
und Bespitzelung durch den Über~achun~sstaat," people, since the Wende have begun 
k i h g  themselves "vor allem wegen sozider UngewiBheit" ("Sündenbocke" 58). This 
is a manifestation which seems to c o d r m  predictions and observations in 
'' The article reports that in 1992 the west showed a suicide rate of 15.6/100 thousand. compared to 
a rate of 2 1.4/100 thousand in the east ("Sündenbocke" 58). 
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suicidological research.Ig These motives for suicide are certain to fïnd reverberation 
in the literature of the east. 
l9 Hans MTedler observes the development of an anomic situation for large parts of the population 
arising as a result of the destabilization of t he sociaiistic regime (82). 

Chapter III 
Suicide in the Novel of the Federal Republic of Germany 
Political Situation 
Three of the novels discussed in this chapter were published during the fledgling 
years of the Federal Republic of Gemany, when mernories of National Socialism were 
fresh and the experinient of democracy and capitalism in the reordered Geman 
constellation stiU new: Walter Jens's Nein. Die WeZt der Angeklagten (1950), Wolfgang 
Koeppen's Treibhazu (1953), and Siegfhed Sommer's Und keiner weint mir nach 
(1953). Although constitutional democracy was not new to Gemany, conditions for the 
new Federal Republic were unique. Germany was now a divided and occupied country, 
the result of two World Wars within the first half of the twentieth century, in which 
Gerxnan forces had been defeated. Not only was this a political and cultural nadir for 
Germany in the eyes of the rest of the world, but Germans themselves experienced an 
extreme low point in their collective and individual self-esteem. In literature, 
expressions such as Stunde Null, Kahlschlag, and Tabula rasa gained currency, 
particulady among associations such as the "Gruppe 47," reflecting the perception of 
an historical caesura and the desire for a new beginning (Wehdeking Anfünge 11). 
Despite the disputed truth of the above metaphors, the terms are stiU used in the 
critical discourse about this period. Assimilation of the past is another feature of 
literature since 1945 as authors endeavour to understand the genesis and 
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consequences of Nazism, and although Vergangenheitsbewaltigung is not completely 
coextensive with the issues of guilt and atonement (Boeschenstein 138), it is clear that 
in literature guilt and atonement often become questions central to a discussion of the 
past. The fht three novels examine suicide and German society in three very distinct 
ways. Jens chooses to  create a fictional society, politically distanced from 
cotemporaneous Germany through the guise of an Orwellian totalitarianism. "Dieses 
Buch," claims Jens's introductory caveat to the novel, "richtet sich weder gegen eine 
bestimmte Person noch gegen eine bestimmte Macht. Das heiBt nicht, daB es nicht 
wahr sei" (Jens, Nein. Die Welt d e r  Angeklagten 6; henceforth WU). Jens, it seems, 
wishes not to examine the past in its historicd specificity, but rather to allow the 
reader more freedom to consider the issues of totalitarianism as it relates to the past 
and to a hypothetical future. Koeppen takes a different tack. He too disclaims too 
great a comection between his fictional work and actual political events, stating that 
the novel hc t ions  as a "Katalysator für die Imagination des Verfassers" and that 
ultimately, "der Roman hat seine eigene poetische Wahrheit" (Koeppen. Das 
Treibhaus; henceforth DT) Despite Koeppen's disavowal of any comection to real 
events or people, reception of the novel emphasises a political interpretation (U. 
Greiner 45-64). Juxtaposed to these fkst two eminently political novels is Sommer's 
Und keiner weint mir nach. Published in the same year as Koeppen's, Sommer's novel 
is, in many ways, antiphonal to the other two, different yet harmonious in many ways. 
Demanding inclusion in the study by virtue of its high degree of suicidal ideation, 
Sommer has written a novel which offers a more parochial view of German society. 
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seemingly removed from the political events of the day. In this novel, the relationship 
between youth and adults in society is analogous to the conflict between the individual 
and the state. 
The most recently published of the four books to be dealt with in this chapter, 
Gert Heidenreich's Der Ausstieg (198 l), revisits the theme of assimilation of Gemany's 
political past, incorporating the perspective of hindsight. Written more than thirty 
years after the war, Heidenreich's novel incorporates more recent events taken fiom 
the political and cultural map of Germany, namely the terrorism of the 1970s, and does 
so with a view to demonstrate the continuity of past and present. 
Sigdicant about all four of these works, and of greatest importance to the 
present study, is the use of the theme of suicide. In a l l  of the works suicide becomes 
an element of central importance as the protagonists' development toward the ultimate 
act is described, so that the critical reader may gather textual indications in 
conducting a psycho-literary autopsy of each character. Suicide is not just an 
occurrence in the novels but in three of them is demonstrated to be the result of the 
effect of the political situation on each pmtagonist. The political situation becomes the 
precipitating cause when taken in combination with the unique constitution of each 
protagonist. Whether academic, politician, or journalist, each protagonist is described 
as being in opposition to erristing political conditions. Opposition and moral sensitivity 
lead to the cohnta t ion between individual and system. The resulting inability of the 
individual to prevail with his moral integrity intact, contributes to disintegration and 
hopelessness and, eventually . suicide. 
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In the context of the novels, the suicides are real and believable, but in a wider 
context they become metaphorical, the result of conscientious objection taken to the 
extreme. Suicide is not an abstract concept, but is made German, and more s p d c a U y  
West German. By comecting suicide to the conditions of the Federal Republic, the 
works distinguish suicide fkom its occurrence in the Geman Democratic Republic. 
Walter Jens's Nein. Die Welt der Angeklagten (1950) 
Walter Jens's Nein. Die Welt der Angeklagten is often comp ared to other works 
such as Aldous Huxley's Brave New World (1932), Arthur Koestler's Darkness at Noon 
(1940). and George Orwell's Nineteen Eighty-Four (1948) (Laufb; Berls; Rosenfeld). ' 
and his swle has often been compared to that of Kafka, an influence which Jens freely 
adrnits (WdA 298-299). Conceived as a "codrontation with the world of Nazism" 
(Rosenfeld ZOO), the novel was extremely popular with the post-war reading audience. 
Reissued in paperback in 1954, all German copies were sold out by 1956, and reception 
outside the country was very favourable, particularly in France (Rosenfeld 200). In 
1968, a new hardbound edition was published by Piper Verlag (reissued in 1977 in 
paperback), in which is included an afterword by Walter Jens. "Das Problem des 
letzten Menschen," Jens writes, "bleibt im Sinne einer denkbaren Gesamt- 
Uniformierung nicht nur so aktuell wie vor zwanzig Jahren, sondern es hat an Bnsanz 
noch gewonnen" (WU 299). Despite Jens's assertion of the novel's continued 
'Jens was apparently unfarniliar with Onveli's work prior to writing Nein. Die Welt der Angeklagten 
(WdA 297). 
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relevance, it has been claimed that the novel is largely forgotten (Berls 22). The novel 
shows a three-tiered totalitarian society which controls its people through 
manipulation and deceit, pitting one person against the other in an endless system of 
paranoia driven by accusation and g d t .  Centrd to the novel is the protagonist Walter 
Sturm, a former academic, who becomes engaged in a judicial proceeding reminiscent 
of Kafka's Der Prozess (Berls 30). 
Walter Sturm: "Der Letzte" 
Ich nannte Sie den Letzten, weil eine liingst versunkene Zeit im 
Augenblick Ihres Todes endgdtig Vergangenheit wird. . . . AUe kann man 
bekehren, Sie aber nicht, mein Freund. . . . Wenn Sie nicht mehr sind, 
brauchen wir niemanden mehr zu bekehren. (WU 190) 
These words of explanation from the judge, who holds the highest position in the 
fictional society, to Sturm indicate that the state regards Sturm's views as contrary to 
its own purposes and goals. Although Sturm does not openly agitate for change in the 
society, certain aspects of his H e ,  for example his personal relationship with Gisela 
Waltz, deviate fkom the accepted direction of the totalitarian state. "Die 
Verkümmerung der zwischenmenschlichen Beziehungen ist natürlich eine weitere 
Konsequenz dieser Ge~ellschaftsordnung,~' writes Berls (24), evidenced by the cold, 
anonymous relationships of the guards (Berls 24; W U  85). Sturm's relationship with 
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Cisela Waltz, though subject to many restrictions, is s a  based on love, something 
which Sturm later identifies as a Me-sustaining quality (WU 273). 
The judge explains that "sie" (the people) are no longer happy, attributing their 
unhappiness to Sturm. "Solange sie arbeiten und ihre Pfiicht tun, sind sie glücklich," 
says the judge, "Du bist schuld daran, daB sie nicht so zdkieden waren, wie wir es 
gerne wollten" (WU 197). It is not Sturm's actions that make him guilty, but his 
ideas. Walter Sturm, a former academic, is targeted by the state as a political 
undesirable. His three-day confrontation with the system, as described in the novel, 
culminates in his suicide, which is the result not of psychological sickness, for there is 
no indication that Sturm had been anythuig but a productive member of society, but 
of external societd forces. His suicide, though closely connected to the three days of 
trials d e d b e d  in the novel, is actually the result of more than twenty years of Me in 
an oppressive system. The fact that Sturm was an academic does not mean that he 
was, by definition, opposed to totalitarisnism. "Every political system seeks to just* 
itself in moral and legal tems, "writes Bernard Brown, ". . . there are always 
intellectuals to participate in the task of justiûcation or  legitimization" (l), citing Car1 
Schmitt as someone who offered a favourable interpretation of Nazism. Not just an 
academic, Sturm was also an individualist and an independent thinker, someone 
threatening to the interests of the state. Ironically, it is Sturm's insights into 
totalitarianism as embodied in his book on Nero which result both in his selection as 
prospective final d-knowing judge merls 25; Rosenfeld 199) and condemn him in the 
eyes of the totalitarian state. Following the war, he becomes a victim of the eradication 
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of cultural institutions through the "Kunstgesetz" (WdA 38). Terminated as lecturer 
of literary history and unable to publish, Sturm's hope for inteUectual expression bas 
been thwarted under the stranglehold of censorship (WdA 28, 79). This hstration of 
psychological needs contributes to Sturm's eventual suicide. 
Anti-Utopia and the Intellectual 
In a democracy, the intellectual performs the dual tasks of opposition and 
criticism, keeping "those in power on their toes, ever alert to maLhctioning of the 
mechanism or shortcomings of policyl' (Brown 3). Brown further states that the 
strength of intellectuals in a democracy, cm, in the extreme, develop to the degree that 
dissent fostered by intellectuals leads to "alternative political systems in which dissent 
is suppressed" (3). Jens's novel does not expound on the way in which a totalitanan 
state was produced following the last war, but it is fair to assume that the state was 
conceived of by intellectuals as a reaction to the system which preceded. The 
consequence of the war is totalitarianism, a state in which dissent is not tolerated. 
Characteristic of fascism and communism, Die WeZt der Angeklagten lacks what Brown 
refers to as an organised and autonomous opposition (145). "Only when opposition is 
recognized as legal," Brown argues, 'lis it possible for intellectuals to criticize, probe, 
and question" (145). In Jens's novel, Walter Sturm has been singled out as the 
intellectual most capable of dissident thought, and through his example, the novel 
demonstrates the destructive effects of totalitarianism. Sturm's three-day judicial 
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ordeal encapsulates the externally-caused psychic sde r ing  of an entire society, a 
system of accusation and trial characterized by its absence of a l l  faimess and rights. 
People, reduced to numbers and categories, are tortured with the goal of physical and 
emotional annihilation. Able to acheve partial assimilation for twenty-two years, 
Sturm's direct confrontation with the systern haUy intensifies his sense of 
hopelessness-helplessness and his feelings of lonebess and estrangement. Sturm 
experiences the world "wie im Traum" (WdA 2 16). "Alles ist fiemd," he says, and, in 
a state where emigration is impossible, he feels "als sei [er] jahrelang fort gewesen" 
( W U  238). The ability of the state to produce a sense of estrangement in its people 
allows it to control them. So great is not only the control, but also the perception of 
control, that Stum believes h m  the beginning that he has no choice but "den Weg zu 
gehen, den man [ihm] bestimmt hat" (WU 28). 
Hopelessness-helplessness, the situational aspect described by Shneidman, is 
evident throughout the novel as Sturm progresses nom one social level to another, 
indicated in passages such as, "Es gibt keinen Ausweg mehr" ( WdA 28, 177), "Nein, 
eine Flucht gab es nicht mehr" (WdA 181), and "Tedisches Spiel! Teuflisch und 
unentwirrbar und kindisch zugleich und nirgends ein Ausweg" ( W U  193). AU such 
utterances are relational "clues to the impending lethal event" (Shneidman Definition 
143), communicating Sturm's evolving contemplation of egression. Feeling helpless 
within the system, Sturm's contemplation of escape, impossible in a single-state world, 
contributes to a sense of constriction. Constriction is not the result of Sturm's 
137 
limitations of reasoning and interna1 logic; rather, constriction is here the product of 
an extemal force, the state. Once caught in the process of accusation and trial, 
Sturm's options are eventually reduced to two: conformity or death. Sturm's choice of 
death, and thus suicide, stems Born his feelings of g d t ,  an aspect which will be dealt 
with in more detail later. 
The state, characterised as the "allgewaltige Macht," dispenses power with "die 
WLUfigen Werkzeuge der Obrigkeitf' (WU 7). This monolithic political entity effects 
total subjugation of its people, and along with this, their deindividualisation and 
dehumanisation. 
"Das Leiden eines Menschen, verantwortungsvoll beschrieben," writes Jens, 
"kann die Faktoren aufieigen, die solches Leiden bewirken, wahrend eine 
Rundumbeschreibung oft nur die Fakten schildert, aber nicht die Faktoren vermitteltf* 
(Qtd. in Pankow 317). Although Jens describes the suBering of an entire state 
following a war of cataclysmic proportions, the life of Walter Sturm serves as the 
example of the ultimate suffering and personal sacrifice, thereby illuminating the 
inimicality of a totalitarian political system. 
The monolithic state which arose following the war is a society "ohne Ausland," 
where "alle Menschen der Erde der einzigen Macht untertan sin# ( W U  29). The state 
has systematically done away with cultural institutions important to the integration 
and expression of people: 
Fünf Jahre nach dem letzten Kriege, den eine einzige, nun allgewaltige 
Macht überlebt hatte, zerstorten sie die Ki-hen. Sieben Jahre nach dem 
Kriege begannen sie die ersten Universitaten zu schlieBen. Neun Jahre 
nach dem Krïege erlieBen sie das Gesetz über Kunst, das die Dichter, 
Maler und Musiker zum Schweigen verdammte. ( WdA 7) 
Other evidence of systematic dehumanization is the existence of a three-tier class 
structure which divides people into accuse& witnesses, and judges. Death and suicide 
become a result of trials against the people and part of the state's grand design to 
control the populace and elirninate political undesirables. 
The polarization of power in the system is expressed in the pronouns "wir" 
versus "sie." Although a t  the beginning of the three days the uninitiated Sturm has 
no direct knowledge of the brutality of the system, the receiving of a "Vorladung" 
evokes feelings of foreboding and fatalism. "Sie haben mich schon abgeschrieben" 
(WdA 9), Sturm says, and shortly afterwards, "Es war mir, ds habe man mich bereits 
verurteilt" ( WdA 13). 
The Motivation of Guilt 
G d t  is the motivating emotion for Sturm's suicide in the novel, but it is not 
g d t  as defined by the totaLitarian system in which he lives. As with any system, the 
state creates legal and moral codes which themselves give definition to what is termed 
an offense. Because the system is totalitarian, these offenses have evolved not out of 
a sense of consensus and democracy, but out of a response, presumably necessitated 
by a World War. Evident is the fact that Sturm's sense of g d t  does not conform to 
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that of the system around him. As Sturm becomes indoctrinated into the logic of the 
state, he gains an understanding of the role guilt plays in controlling the masses. 
Guilt drives the system and is synonymous with the word "accused": "Die Angeklagten 
sind die Schuldigen" ( W d  5 1). In this totalitarian society accusations are made and 
guùt is fostered according to the system's own interna1 logic. Citizens are condemned 
for behaviour which shows even the least hint of individuality ( W a  108-1 IO), this 
being the f d w e  of one's duty to the collective, sometimes with the startling 
consequence that individuals turn themselves in without reason. Guilt, as explained 
to Walter Sturm by the highest judge, is to be equated with unhappiness, another word 
subject to redefhition in the new state. As long as people work and perform their 
duty, they wiU, according to the state's logic, be fulfilled and happy. In this loveless 
and godless society Sturm is identined as someone who has been responsible for 
people's unhappiness: "Und denke daran," says the hi& judge, "wie schon es sein wird, 
wenn die Menschen jetzt nicht mehr durch dich [Sturm] und deinesgleichen 
unglücklich werden. Du bist schuld daran, daB sie nicht so zufrieden waren, wie wir 
es gerne wollten" (WU 197). The judge attributes responsibility for many deaths to 
Sturm, whom he describes as having acted disloydy to the state. By assigning 
complicity to Sturm, the judge intends to use feelings of g d t  as a way of making 
Sturm cornpliant. Guilt, as defined by the judge, is however, not what contributes to 
Sturm's suicide. In fact, the judge himself admits culpability in the death of citizens: 
"Ich habe die anderen toten lassen. Jeden auf seine Art . . ." (WdA 269). It is Sturm's 
own sense of moral g d t  and responsibility, associated with the perception of being an 
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accomplice of the state albeit unwittingly, that eventually proves too much to bear for 
Walter Sturm. Gisela Waltz, Sturm's lover, commits suicide as a result of the state's 
entrapment of  Sturm and her, and because suicide offers her the only means of 
avoiding eventual execution by the state. Suicide for her thus becomes an act of 
liberation. Sturm is manipulated into betraying the trust in his fnends in order to 
promote his own safety within the state. To the extent that Sturm allows himself to 
be entrapped by the system, he is responsible for Waltz's suicide. 
Sturm has been chosen by the system to succeed as highest judge, but as he 
makes his way to the top of the hierarchy, he is allowed greater knowledge of the 
society's class system and its mechanisrns and he is set up for greater suspicion and 
incrimination arnong his peers. As Sturm gains more awareness of the system and is 
isolated from his friends, the most important of whom is Gisela Waltz, he assumes 
greater culpability within the system and, attendant upon this, greater feelings of 
gullt. 
Once Sturm has taken the decision to die, he is relieved of g d t .  His death thus 
takes on the meaning of atonement: "Er fiihlte jetzt keine Schuld mehr. Er würde die 
anderen nicht allein gehen lassen und lachen, weil sie so dumm gewesen waren, sich 
für d m  zu opfern. Nein, er *de sich zu den anderen stellent' (WdA 29 1). 
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Passive Suicide 
When examining the act of suicide in Jens's novel, it becomes evident that the 
definition of suicide has to be revisited. What transpires at the end of the novel must 
be categorized as passive suicide, for the act does not fit the popdar conception of 
suicide, that being the commission of an act which brings swift and certain death to 
the self. In fact, the act that terminates the life of Walter Sturm is not a direct one. 
that is to Say, Walter Sturm does not physically kiIl himself. In the context of the 
novel, however, it is his deliberate decision that secures his death and it is his act of 
omission, the refusal to assume the position of highest judge, that brings about his 
murder. 
One of the aspects important in establishing suicide is evidence of lethal 
intention. Part of Sturm's impending decision for suicide is evident in the early 
association of himself with death, Death ideation evolves out of his sense of 
estrangement in the new society. Sturm describes his books as, "nur Seitenzahlen und 
gedruckte Buchstaben ohne Sinn, wenn man sterben muB" (WU 29). Forced to endure 
a Me devoid of meaning and its sustaining activities, he refers to himself, saying "Der 
Mensch, den man verurteilen will, lebt par nicht mehr" ( W U  29). For Sturm life 
without choice or individuality and love is "nicht viel1 (WdA 272;273). 
Characteristic of suicide is the protagonist's ambivalence as he contemplates 
death: 
Durch den flutenden Abend ghtt ein Mensch [Sturm]. Er war der Letzte. 
Alle anderen hatten sie getotet. Der letzte Mensch war Richter geworden, 
und er sollte GroBrichter werden. Weil er ein Mensch war, wollte er noch 
leben. Aber er konnte nur leben, wenn er sich selbst verriet. Er würde 
sterben müssen, wenn er sich treu blieb. Er wollte aber noch leben. Er 
wollte aber auch den Mann nicht foltem, der nachdenkt, und den Mann, 
der seine Frau liebt, wollte er auch nicht foltern. Er wollte den Mann 
nicht foltern, der Bücher las, und er wollte die nicht toten, die wuBten, 
was ein Mensch war. Aber er wollte noch nicht sterben. (WdA 28 1) 
The rationale for Sturm's death is clearly described as one of conscience. Being true 
to himself necessitated death, despite his fundamental human desire to Iive. "Eine 
groBe Ruhe war plotzlich über ihn gekommen," it is said, "die ihn in den nachsten 
Stunden nicht mehr verlieB. Er würde nun sterben, und er erschrak nicht, als er 
dachte: 'Ich werde nun sterben"' (WU 288). Sturm clearly resolved to die in order to 
preserve his sense of self. In this society, death wiU be certain, as this is his only 
alternative. Having chosen death, Sturm's suicide, though never directly idenaed  as 
such, cornes semantically closest to the German word Freitod, for Sturm, despite 
having severely restricted options, freely chooses death as an alternative to psychic 
suBering. Sturm's death is suicide because he has wilfully chosen it. The death, which 
is committed at the hands of others, retains the positive aspects of self-sacrifice and 
martyrdom, yet sheds ignominy and self-defeat, implicit in direct suicide. 
The Meaning of Suicide: A Message of Humanity 
As has been shown, suicide in Jens's novel contributes to the rejection of 
totalitarianism. From the perspective of the protagonist Sturm, Me's meaning has 
been destroyed He is unable to exert himself critically as an intellectual, and suicide 
provides the physical and psychic egression from what have becorne intolerable 
circumstances. In addition to the uddfilment of psychological needs, suicide provides 
Sturm with freed,m fiom the g d t  associated with being a participant in a system 
which exploits d people. Within the world of the novel, however, Sturm's choice for 
death has an influence on no one but himself. Nowhere is it indicated that Sturm's 
decision changes the circumstances or the thinking of any other character. His 
defiance of the state i s  not meant to inspire resistance or incite insurrection among the 
citizenry. Sturm is resigned to believe the judge's assertion that the state's machinery 
is capable of maintainhg itself. 
The ability of the system to maintain itself c d s  attention to what Berls 
describes as "eine Schwache der Jens'schen Konstruktion" (32). Because the issue of 
succession to the position of highest judge is never a problem, the reader is left to 
contemplate the Zogical necessity to recruit Sturm as the last d-knowing judge. 
Adding to this illogicality is the choice of Sturm, who, it seems, has been chosen to 
succeed the highest judge, based on his book on Nero, in which is evident his insight 
into totalitarianism (WU 276). Sturm's book has been banned and Sturm has thus 
far been depicted as inimical to the interests of the state. It is inconsistent that his 
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insight would be needed, especidy in a system that is self-sustaining. The only logical 
conclusion is that the choice of Sturm as successor represents the brutality and the 
absurdity of the system in the extreme, and that his entrapment symbolises the power 
and sadism of this totalitarian state. 
Death means atonement for the feelings of g d t  experienced by Sturm toward 
the deaths of the others. In death Sturm has a sense of union with those of similar 
conviction and belief, and he states clearly his choice for those who objected to the 
system. The expressive value of Sturm's death reaches beyond the individual psyche 
of the protagonist. Jens's novel is an admonition to its readers not to become 
cornplacent, not to d o w  the world to evolve into the negative place described in the 
novel: 'Sonne und Mond blickten auf einen nicht sehr groBen Planeten. Gestalten 
lebten auf ihm. Früher nannte man sie: die Menschen" (WU 2%). In his discussion 
of the novel, Herbert Kraft sees both positive and negative messages. Although the 
work is politically abstracted, the readership is able to relate to the many situations 
f5om Gemany's experienced reality (Kraft 26). According to Kraft, the awareness of 
the Merence between the fictional projected reality of the novel and actud events in 
post-war Germany engenders hope: 
Und diese DifKerenz konstituiert die optimistische Vorgabe: daB die Zeit 
von 1950--trot2 d e n  Schwierigkeiten und Unzulanglichkeiten--die 
Chance zum Andersmachen bietet, so daB jetzt eine Zukunft als moglich 
erscheint, die in der folgerichtigen Entwicklung des politischen Systems 
der zwolf Jahre wiire ausgeschlossen worden. (Kraft 2 7) 
On 
die 
the other hand, Kraft also interprets the novel 
Gegenwart keine ~icherheit bietet vor einer 
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as "pessimistische Warnung, weil 
Wiederholung des Vergangenen" 
(Kraft 29). A novel depicting the fd of humanity during Germany's post-war 
democracy sheds doubt on the results of capitalism (Kraft 29). Sturm's death 
represents a moral victory over the totalitarian system. The protagonist's self-sacrifice 
remains on the personal level, however, as it contributes nothing to the bettement of 
the totalitarian society. As the reader discovers £rom the high judge in the novel, 
Sturm has the option of assuming the highest position in the society, but rejection of 
this has no effect on the system's continued existence: "Wem du mein Anerbieten 
ablehnst, so wird nach meinem Tod kein einziger mehr auf der Welt sein, der die 
Maschine kemt. Sie wird von selbst laufen" (WU 276). In view of this it seems 
inconsistent, even gratuitous, that the society would trouble itself with the production 
of someone "der das Ganze zwar nicht mehr leiten oder gar verihdern kann, der es 
aber noch durchschaut" ( WdA 276). 
Part of the expressive value of suicide and the novel in general revolves around 
the idea of humanity or Merzlschlichkeit. As has been discussed, Sturm chooses death 
out of a feeling of allegince to those of similar conviction, of whom he is "der Letzte." 
Although the monolithic structure has controlled every aspect of Sturm's life for the 
more than twenty years following the war, Sturm has not been ideologically committed 
to the system. The process initiated by the receiving of the Vorladung has brought 
Sturm in direct co&ontation with totalitarianism and educated him as to its tenets 
and values. Sturm's direct confrontation with the process of accusation destroys any 
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remaining sense of individuality left to him and the three-day process proves to be a 
decision-provoking mechanism in his Me, as well. As Sturm sees with his own eyes the 
horrifïc methods employed by the state and witnesses the state's manipulation of 
himself and his friends, he undergoes a transformation. As he progresses to the 
highest station in the system, corresponding outwardly to the lowest moral position. 
he begins a journey of moral renewal. His rejection of the highest position in the 
regressive society becornes an emphatic and unambiguous renunciation of the system. 
Sturm's seschosen death is &O the resdt of cornmitment to certain values, such as 
individuality and humanity, non-existent in the totalitarian state. 
It is not surprising that humaneness should be a theme in Jens's work. About 
literature, Jens writes: ". . . ihre Aufgabe ist es, in Lessings Sinn, das Fliimmchen der 
Humanitat am G h e n  zu erhalten . . . gerade in Zeiten allgemeiner Resignation" 
(Jens, Spiegel924). Jens looks to Erasmus von Rotterdam and Lessing as purveyors 
of humanity, summariPng thus: ". . . ohne Literatur keine Bildung hin zur Sozietat der 
Vernunft, ohne Bildung kein Frieden, ohne Frieden -- und verbürgte Gewaltlosigkeit-- 
kein Menschsein" (Jens, Spiegel 925). The novel Nein. Die Welt der Angeklagten 
demonstrates the suffering of a people in a totalitarian state through the example of 
an individual. Suicide represents the extent to which the protagonist s a e r s  and the 
ultimate s a d c e  of any human being, but, in the context of this novel, also exemplifies 
the protagonist's choice for personal moral renewal. 
Wolfgang Koeppen's Das Treibhaus (1953) 
Soon after Jensfs (1950) appeared another political novel containing suicide as 
a central theme: Wolfgang Koeppenfs Das Treibhaw (henceforth Do. According to 
Dietrich Erlach, the initial success in sales of this novel "beruhte auf dem . . . 
MiBversthdnis vom Schlüsselroman, der einen politischen und gesellschaftlichen 
Skandal zu versprechen schien" (199-ZOO), and aitical reception of the novel was much 
less positive than for the novel Tauben irn Gras (1951), Koeppen's fist postwar novel 
(Erlach 199). WoIfgang Koeppen's novel Das Treibhaus M e r s  considerably hom 
Jens's in its depiction and criticism of politics in the Federal Republic of Gemany, 
taking aim at a government only partially hidden behind the abstraction of a fictional 
society. 
"Der Abgeordnete war ganzlich unnütz, er war sich selbst eine Last, und ein 
Spnuig von dieser Brücke machte ihn fie? (DT 390). These lines punctuate the life 
of one Heinrich Keetenheuve, in Koeppen's novel a member of the opposition in the 
government of the Federal Republic of Germany of 1953. Prior to his suicide, 
Keetenheuve searches for reasons for his disillusionment with life: 
Er hatte sich heute treiben lassen. Wie ein altes Boot, das seinen Halt 
verloren hat, war er auf des Tages unsteten Stromungen dahingeglitten. 
. . . Was war sein Halt gewesen, den er verloren hatte? . . . der Anker 
seines Bootes auf der, wie sich nun zeigte, ode gewordenen See des 
Lebens, und der Anker war hinabgesunken, der hatte sich vom Boot 
getrennt, die Kette war genissen, der Anker blieb für immer unten, blieb 
in der grausigen, der unbekannten, der entsetzlichen dunklen Tiefe. (DT 
309-3 10) 
Once an energetic and inspired visionary in the young West German state. the 
protagonist has, by the spring of 1953, become thoroughly isolated f?om those around 
him and from his own sense of purpose. Feelings of personal and political inadequacy 
are the consequences of what he perceives to be the failure of the FRG to continue a 
mandate of high mords and ethics, rearmament being a central issue. 
In contrast to Jens's novel, in which the author feels compelled to repudiate 
formally any likeness of his anti-utopian state to an existing political power ( W d .  6), 
Koeppen takes a more direct approach to political criticism, situating his novel in the 
city of Bonn in 1953. Koeppen distances his work somewhat fkom actual political 
circumstances, however, describing the political situation as a "Katalysator für die 
Imagination des Verfassers" and stating that the novel has "seine eigene poetische 
Wahrheit" (DT222). Such a disclaiming statement cm, however, be interpreted as an 
ir onical admission of similarity between novel and reality , for "cat alyzer" surely 
indicates a connection between the political reality of the times and Koeppen's fictional 
work. 
Outsiderdom 
Adolf Hofer has remarked that the figure of the outsider plays one of the most 
important roles in the literature of the twentieth century (153). Using Koeppens Das 
Treibhaus as an example, Hofer illustrates how the outsider is used to depict a 
"verkehrtes Bild der Wirklichkeit, ein Zerrbild" (157), against which society's noms  
and beliefk c m  be balanced and measured. "In moderner Dichtung," Hofer continues, 
"[nimmt] der Adenseiter h a d g  die zentrale Position der Hauptgestalt [eh], wahrend 
die sogenannten Normalen als Nebenpersonen an die Peripherie iucken oder auch 
einfach nur Masse darstellen" (157). According to his thesis the main function of the 
outsider is primarily moral in nature: 
Die Figur des Adenseiters tragt dam bei. wichtige Erkenntnisse über 
Sinn, Unsinn und moglicherweise Wahnsinn von Normen. Leitbildern 
und dergleichen zu vermitteln. Letztlich hilft die AuBenseiterfïgur die 
Frage nach der Verbindlichkeit von Werten und Normen in einer 
heilsamen Schwebe zu halten und zu verhindern, daD diese sich 
verharten und zu menschenfeindlichen Zwhgen entarten. (Hofer 158) 
To an extent, Hofer confirrns Koeppen's assertion that the novel does not reflect reality, 
but is merely an extrapolation of possibilities, a "what S'-situation, made to provoke 
the reader into a consideration of his own beliefk and relationship to the Federal 
Republic. 
150 
Keetenheuve fled N a m  duiing the war, returning after eleven years (DT 22 7). 
His "Mitarbeit am Wiederaufbau, sein Eif'er, der Nation neue Gmndagen des 
politischen Lebens und die Freiheit der Demokratie zu schafEen, hatten es mit sich 
gebracht, daB er in den Bundestag gewahlt wurde" (DT 232). At Grst, optimistic about 
the rebuilding of his country, Keetenheuve remembers the initial years after the war 
as a time "als Kommunisten und Bürger noch miteinander sprachen" (DT 245; italics 
in original), a period when reunification still seemed a possibïlity. Looking back on 
events after the war, the narrator revealç Keetenheuve's initial feelings of loyalty and 
hope: "Er hatte nie aufgehort, sich als Deutscher zu M e n ;  aber in jenem ersten 
Nachkriegssommer war es fiir einen, der elf Jahre weg gewesen war, nicht leicht, sich 
zu orientieren. . . . und er glaubte damals, daB sich in der Zeit etwas erfüllen würde" 
(DT 227). Keetenheuve's initial optimism, felt in the period immediately following the 
war, gives way to pessimism and disapproval.' The utopic vision of people like 
Keetenheuve was tolerated and encouraged in the early period of rebuilding in the 
Federal Republic, but as the phase of consolidation set in, power was gained by realists 
and experts (Hofer 163). 
"Le problème central de Das Deibhaus," states Mauranges, "est justement cette 
question du choix, selon Koepp en, aventureux, de la remilitarisation de l'Allemagnew 
(64). "Keetenheuve war für reinen PazifUsmus, für ein endgüitiges Die-WaEen- 
"ast and West were becorning increasingly divided. In 1952 there w-ere political disputes in the FRG 
a bout its integration within the western Empean community and the implications for re-unification. 
In the same year the GDR was divided into fourteen districts and a "kasernierte VolkspoLizein was createcl 
(Hellwig 44 1-442). 
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Nieder!" (DT 291), and recognition of Germany's deviation f?om this moral course 
causes him anxiety, because, in his opinion, the "Verzicht auf Wehr und Gewalt 
niemals zu solchern Übel führen komte, wie ihre Anwendung" (DT 29 1). 
Keetenheuve's political stniggle is necessarily connected to his identity as a 
Geman in the newly constituted country. hstead of rernaining in Gemany during 
the war, in order to launch a fight fkom within, Keetenheuve went to England, a fact 
which haunts him later as m o u r  and innuendo, albeit untrue, portray him as a 
traitor (DT 275)? 
As someone intimately involved in and responsible for change and direction in 
the Federal Republic of Germany, Keetenheuve experiences a growing sense of guilt 
at what he perceives to be the intractability of Germany and its people, coming to the 
concluson that, "die Menschen waren natürlich dieselben geblieben, sie dachten gar 
nicht daran, anders zu werden" (DT232).  Although plagued by his inability to effect 
change Keetenheuve nevertheless continues to seek re-election, "weil er sich für einen 
der wenigen hielt, die ihr Mandat noch als eine Anwaltschaft gegen die Macht 
auffaBtenM (DT MO). A polarization is evident in the distribution of political power. 
Keetenheuve, champion of the ordinary citizen, despises the "Treibhausklima" (DT 
25 1) and luxuriousness of Bonn and remains unseduced by its temp tations. 
In discussing the stigma of ernigration during the war, the Mitscherlichs in their work The Imbility 
to Moirrn (original: Die Unfahigkeit xu trauern, 1967) cite the Bundestag elections of 1965 during which 
allegations about Willy Brandt's participation in the Nonvegian army during the 1930s srufaced. So 
powerful was the general acceptance of the allegations that despite Brandt's popularity, his own Party 
felt unable to corne to his defence (51). 
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Guilt becomes a substantial source of motivation in the protagonist's 
development towards suicide in Koeppen's novel. The legacy of d t a r i s m  and 
National Socialism weighs heavily on Keetenheuve's conscience. The German people, 
as described by the narrator reflecting Keetenheuve's views, are perceived as silently 
revering the dictatorship of the past: "Das Ansehen der Demokratie war gering. Sie 
begeisterte nicht. Und das Ansehen der Diktatur? Das Volk schwieg. Schwieg es in 
weiterwirkender Furcht? Schwieg es in anhhglicher Liebe?" (DT 249). Keetenheuve 
experiences guilt because of the attitudes of his people and @t for his inability to 
effect change. The use of an authonal narrator, although clearly relating 
Keetenheuve's beliefk, does, by Wtue of bis detached position, create distance from the 
voice of the protagonist, thereby creating reflective distance in the reader. 
As Keetenheuve perceives that his political activity is ineffectual, he begins to 
lose his justification for being. As J.-P. Mauanges points out, Keetenheuve's 
frustration has to do with the very nature of the democratic system itself: "l'opposition 
parlementaire est quasi impuissante à faire prévaloir ses options, aussi longtemps 
qu'elle est dans l'"Opposition"' (62).4 Keetenheuve experiences estrangement in his 
own country, feeling as though he is in "dem Kiifig des Vaterlandes" (DT 278). 
Although he loves his country, he is at odds with Germany's political and social course. 
He no longer recognizes its people, asking "Wer war das Volk?" (DT 249), "Was 
berührte dieses Volk?", and "Sehnten sie sich nach der Peitsche, um 'Hurra' schreien 
'' blauranges reminds one that this pemived ineffectuaiity of t he opposition in government would seem 
particularly frustrating in a government with a small mandate. Adenauer was elected with the slim 
rnajority of 202 to 200 (63). 
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zu konnen?" (DT 381-382). Keetenheuve's political alienation extends even to its 
language of discourse. No longer is he able to understand "AusschuBdeutsch" (DT 
311). Eventually Keetenheuve becomes dissociated fkom the people whom he 
represents. In a movie theatre, this estrangement prompts his need to escape: "Warum 
lachten sie? Er verstand es nicht. Es erschreckte ihn. Er war ausgeschlossen. . . . War 
Keetenheuve ein Ausliinder? . . . Vielleicht war er ein Audiinder des Gefühls . . . Er 
verlieB eilig das Kino. Es war eine Flucht" (DT 332). 
The novel's political intention was the subject of much speculation in its early 
reception, then described as "eminent politisch" (Korn 45) and a novel which "nicht 
mehr und nicht weniger als das groBe politische Trauer- und Satyrspiel der 
Entscheidung über die Wiederbewfiung zum Inhalt hat" (Korn 45). Rearmament 
was not seen as the only subject of criticism in Koeppen's novel, however. "Es gibt 
nicht nur die generelle Kkitik an der WiederauGRistung," mites Erhard Schütz, 
es gibt auch die Beschreibung der Kanzlerdemokratie, den Zwiespalt der 
Sozialdemokratie, die Entmachtung des Parlaments durch die 
Ausschüsse, die Unterhohlung des ~ f f e n t l i c ~ e i t s ~ r i n z i ~ s  durch
Geheimdiplomatie, die Verstaatlichung des Parlaments in seinen 
Angehorigen, die personale Kontinuitat schlieBIich von Verwaltung und 
Regierung mit dem "Dritten Reich", die zunehmende Traktierung von 
Politik als Reklame usw. (75) 
This highly political novel demonstrates the alienation experienced b y the protagonist , 
a once idealistic member of the opposition party. Just as Walter Sturm was singled out 
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as "der Letzte," someone of moral conscience, an individualist inimicd to the int erests 
of the state, so too is Heinrich Keetenheuve, described as "das Korn Salz gewesen. der 
Bazillus der Unruhe in ihrem milden tragen Parteibrei, ein Gewissensrnensch und 
somit ein hgernis" (DT 223). 
m e r  returning fkom the war, Keetenheuve marries Elke, a young girl whose 
Nazi parents have committed suicide, a situation which introduces a political 
component into Keetenheuve's love relationship. When Koeppen tells Elke of his 
reasons for leaving Germany, she is unable to comprehend his attitude, which she 
summarily explains as "eben moralisch" (DT 232). Keetenheuve's commitment 
remains to his political work and his young wife grows to hate the many books, papers. 
and jounials with which she has to compete and about which she has no 
understanding (DT 232). Her sense of exclusion and Keetenheuve's many absences 
eventually lead to her recourse to alcohol and to lesbian relationships. Hofer observes 
that Keetenheuve is unable to relate to the other govemment representatives around 
him who have "ordentliche Familienverhdtnisse" (160), based largely on pretence and 
constituting a form of loveless marriage that Keetenheuve rejects (Hofer 16 1). Despite 
his critical attitude towards others, Keetenheuve is himself unable to achieve a 
maniage based on love. 
From the outset of the novel, Keetenheuve's d e  Elke is already deceased, but 
she remains a sigdicant part of his consciousness. He envisions her taunting him 
Gom the grave. "Da hast du deine Politik und deine Hiindel, und von mir bist du 
befkeit!" (DT 283). he imagines her saying. As much as he tries to relegate her "zu den 
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Akten" (DT 283), her memory persists in sleep, dream, and death (DT 283): "Sie soute 
in seinem Gedachtnis leben . . . er wollte Elke beichten, daB er sie Liebe, daB sie ihm 
fehle" (DT 284). Keetenheuve develops a peculiarly selnsh relationship to  ELkels 
memory after her death, writing her letters which are "an die Nachwelt gerichtet" (DT 
284). The authorial narrator describes Elke's function as "das Medium, das ihn 
sprechen lieB und das ihm Kontakt gab" (DT 284), a kind of contact which extends 
beyond love to life and death. Having driven Elke to desperation, Keetenheuve self- 
indulgently uses even her memory to his own purposes. Elke's memory produces 
feelings of g d t  and psychological pain in Keetenheuve, and in his constantly imagined 
reviviscence of her, Keetenheuve is linked to the realm of death. 
An aspect of Keetenheuve's being which distinguishes him horn the rest of the 
government officiais in the novel is his predilection for culture. "Für Schongeister 
rezeptiver, produktiver oder halbproduktiver Art," says Adolf Hofer of the political 
attitude in the novel, "scheint da kein Platz zu sein M rauhen Klima der Politik" (162). 
Hofer asserts that even Keetenheuve regards his literary tendencies as frivolous 
activity, unsuitable for the cut-throat environment of politics (162). Keetenheuve's 
occupation with the poetry of Baudelaire. Cummings, Verlaine, and others, and the 
many references to medieval German sagas, underline his dreamy idealism. an 
orientation starkly contrasted to the Realpolitik of his colleagues. 
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The Meaning of Suicide 
The text contauis many dues to Keetenheuve's approaching act of suicide in the 
symbols of death and sickness. Keetenheuve is possessed by "Mordgedanken" (DT 223) 
both in relation to EUre's lesbian Iover, whom he contemplates murdering, and towards 
his deceased wife for whose death he feels responsible. "Todtraurigsein" and 
"Todsündegefühl," not unwelcome feelings to Keetenheuve, are sometimes associated 
with sex (DT231), sig-g a uniting of Keetenheuve and his dead d e .  Death is 
dso b k e d  to Keetenheuve's political existence. He describes his opposition to 
rearmament as a fight "gegen den Tod" (DT363), symbolisng the destructive force of 
war, something which Keetenheuve, as pacifïst, vehemently opposes. Keetenheuve 
eventually loses in his personal battle with death. When Keetenheuve deches the 
offer of an externdy imposed banishment at a diplornatic post in Guatemala, one to 
which he gives fleeting consideration, he describes his eventual rejection of the idea 
as "Verzicht auf den Tod" (DT 356), the prelude to a polifical death. 
The theme of sickness adds to the general theme of Keetenheuve's perceived 
demise and self-destruction. "Kranke[s] Volk" (DT 283), "Krankheit" (DT 333; 367), 
"eh Krebs des deutschen VoLkest' (DT29O), "die zwei kranken Zonen" (DT 369) are all 
terms which reflect Keetenheuve's subjective view of the German condition and 
himself. 
In discussing the meaning of Keetenheuve's suicide, mention should be made 
of another instance of suicide in the novel. Eke's parents also commit suicide out of 
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a sense of commitment to their ideals. In their case, suicide signifies both honourable 
death in defeat and an expression of allegiance to Nazism. In taking the "Todeskapsel 
des Für-alle-Fiille" (228), they act in a smilar way to defeat as does Keetenheuve. This 
likeness must be seen as negative in both cases. Elke's parents are unwilling to bear 
responsibility for their part in the misdoings of a dictatorship, and Keetenheuve is 
u n w i h g  to persevere in the belief that he can be of value to his country. 
The instrumental value of Keetenheuve's suicide is purely subjective, committed 
to end the emotional suffering caused by his emotional alienation fkom his country. 
Political and personal fdure have left him without justification for living. Unable to 
live with the gwlt of his d e ' s  death and his perceived failure to affect the moral 
direction of Germany, the protagonist takes his life. 
In the gulf between the protagonistls instrumental reason for taking his life and 
the novel's expressive meaning of suicide lies a substantial part of the novel's message. 
An important aspect in Koeppen's work turns on the question of whether the leap fkom 
the bridge does indeed provide Keetenheuve with fieedom. In death, Keetenheuve 
does not solve the.problems he sees in German society; he merely achieves personal 
escape from the responsibility of having to deal with them. The final statement "ein 
Sprung von dieser Brücke machte ihn fiei" (DT 390; emphasis mine), reflects words 
spoken by Gertnid Stadacher in Schiller's Wilhelm Te11 (1.2.149), as she considers 
suicide as the last option open to her in order to escape her niMiculties. Although 
evidence has not been found to suggest that Koeppen consciously refers to Schiller's 
work, the similarity seems more than coincidental. As contained in Koeppen's novel, 
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the statement, as mediated through the narrator, implies some distance fiom the 
protagonist, and can be construed as ironical. As viewed by the narrator, suicide has 
relieved one disillusioned politician of his duty to Germany. A strong implication of 
Keetenheuve's suicide, especidy when comected with the previous part of the 
sentence "der Abgeordnete war ganzlich unnützl' (DT 39O), is that Keetenheuve's death 
has also been fiitile and a negative example. Horst Rüdiger stated in a 1953 review 
of the book, "Im Treibhaus besteht die Moglichkeit zu Freiheit nur noch in der 
Negation des Daseins selbst," noting, as well, that to situate suicide solely within a 
political context may have alienated the reader, thus necessitating the extra 
motivation of failure in love (5 7). 
Although sympathy for Keetenheuve has been created in the novel, the 
nanatorts attitude toward Keetenheuve's suicide is cleady condemnatory. Referring 
to Keetenheuve, Hofer asserts that Koeppen treats his "Geschopf nicht nur mit 
Sympathie, sondem auch mit einem gehorigen und ungewohnlichen MaB an Skepsis" 
(158). There is much in the text to indicate that Keetenheuve's view is an extremely 
limited one. A symptom of his inability to compromise is exhibited in his relationship 
to Elke, but the cause of Keetenheuve's one-sidedness may be found in his own 
admirable yet innexible political attitudes. His radical moral stance and his 
ineffectuality vis-à-vis the outward political situation contribute to constricted 
thinking about his options in Me. 
That Keetenheuve would commit suicide is not unimaginable in view of his 
circumstances. His perception that the personal and professional parts of his life were 
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in ruins must be accepted by the reader as at least subjectively valid reasons for 
desperation. Beyond the purely subjective, however, Keetenheuve's recourse to suicide 
receives neither endorsement nor censure fkom the narrator. While rnaintaining 
skep tical distance £corn the protagonist, the narrator reserves much negative criticism 
for the politcal situation in post-war Bonn. This narratorial attitude can not escape 
the reader and must strengthen the reader's empathy for Keetenheuve's situation. 
Notwithstanding the circumstances described and the narrator's attitude, 
suicide is always an extreme measure, and, at the very least, enjoins the reader to 
contemplate more fully the protagonist's motivations. 
Siegfried Sommer: Und keiner weint mir nach (1953) 
Only two years after the Western allies fomally ended the state of war with 
Germany and in the same year that the GDR witnessed a people's revolt crushed by 
Soviet military (HeIlwig 439-440), Siegfried Sommer published a parochial, Light, and 
seemingly unpolitical novel about life in a lower-class neighbourhood of Munich in the 
late 1920s: Uizd keiner weint mir nach ( henceforth UKW). The Iiterary parochialism 
of this novel would perhaps merit little attention were it not for the pervasive theme 
of suicide and the knowledge that the 1950s were a period of political and cultural 
reassessment, elements which tarnish the novel's veneer of being an 
Unterhaltungsroman. In fact, Sommer's oblique references to the Nazi period and the 
war, reveal the narrator's consciousness of events. Although the narrator draws the 
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reader's attention to the political chasm of the war, it does so in a deceptively 
trivialized way. It is probably for this reason that the novel has been largely 
overlooked b y critics. 
"Mietshaus 46 in der MondstraBet': Suicide's Social Milieu 
"Dies waren die Inwohner eines Hauses in der MondstraBe in einer Stadt, die 
groB war und doch auf dem riesigsten Globus hochstens wie eine Warze ausgesehen 
hatte," (UKW 52) states the narrator after haviilg introduced the characters of the 
novel. Describing Munich as a "wart," the narratorts disposition toward the setting of 
the novel is sarcastic and negative, a tone which carries through the novel. evoking an 
incongruous combination of humour, irony, and profound sadness. Reflected in 
expressions of dialect, such as "Pfüad di" (UKW 56), and "'s Gas is kumma, vierzehn 
fuchzig" (UKW 56), the novel's setting is confined to a neighbourhood in Munich, 
lending to the novel a tone of realism and intimacy with the characters and events 
described. The narrator also assumes an irreverent and ironical attitude, often 
blending tragic events with humour: "Wenn man errechnete, daB zweiundsiebzig 
Figuren in der alten Rentenburg hausten und da8 jede im Durchschnitt sechzig Jahre 
alt wurde, so m d t e  mindestens in jedem Jahr eine abkratzen" (UKW 12). 
Events of the novel are not described contemporaneously as they unfold, but 
rather Çom the perspective of temporal distance, revealed in statements such as, "Auf 
alten Fotogr&en sind solche Hosen noch manchmal abgebildet" (UKW 5). Although 
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the story is set primarily in a time before the war, it eventually extends beyond this 
to a time after the Nazi regime in Germany. The narrator's perspective, therefore, has 
the benefit of hindsight, e.g. "Spater, als der Leonhard fast achtzehn Jahre war . . ." 
(UKW 142), but apart fiom occasional instances of foreshadowing, the narrator seems 
not to possess the expected maturity and understanding attendant with hindsight. 
The preservation of the childlike naïvety and awkwardness of an intimate observer of 
events is effective in relaying the protagonist's development through adolescence. 
bringing the reader closer to the protagonist's experiences and suicida1 ideation. 
Political Influence 
As mentioned, the Second World War is conspicuously understated in the novel, 
however, reference to the war is made. The emigrant Viviani makes speeches to 
whoever will listen. In one instance Viviani sarcastically applies the metaphor of 
German shoe size and quality to Germany's military success against other countries, 
then admonishing his listeners to be ready for the next campaign: "Deutsche, laBt euch 
die Stiefel besohlen und dreifach na geln. . . . damit sie für die nachsten M i g  Jahre 
reichen, wenn das Kind hineinwachst" (URW84). In this passage and the novel's next 
few pages in which Viviani continues to ridicule the Germans, the legacy of aggression 
and war is described as a German trait. The focus expands out of the narrow confines 
of the Munich neighbourhood and Geman militancy is desuibed in generalised terms. 
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The seriousness of such aspersions is undermined both by the fact that Viviani has 
himself chosen to reside in Germany and by Viviani's character, which is decidedy 
shallow and biased (compare with his oration about women 188-195). Viviani's 
speeches do provoke the reader to evaluate his or her own opinions about these issues, 
however. Further to this, some characters in the novel are described vaguely as 
having f d e n  "in einem Krieg" (URW 361) and events are described with 
characteristically dark humour, which constitutes a trivialisation of death itself: 
Biwi Leer, der als Friseur natürlich zu den Sanitateni eingerückt war, 
fieute sich sehr, als er horte, daB er durch den Krieg in ein anderes Land 
kommen soute, Das wollte er schon immer. Er kam tatsachlich nach 
M a .  Dort wurde er schnell zum Unteroflkier befordert und starb d a m  
rasch an Typhus. (URW363) 
The narratorts txivialisation of death is ultimately a reflection of the meaninglessness 
and expendability of Me, which culminates in the suicide of the protagonist Leonhard 
Knie. 
The Betrayal of Leonhard Knie 
"Die Wurzel alles menschlichen Unglücks ist halt das Geschlecht" (UKW 37 l), 
states the narrator with respect to the character Marilli Kosemund, a young girl in the 
neighbourhood The issue of sex becomes the focus of unhappiness for many characters 
in the novel. It proves to be at least part of the source of unhappiness for the 
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protagonist Leonhard Knie, and not simply because of his relationship to Marilli 
Kosemund The connedion between suicide and the sexuality of youth is discussed in 
sc ienac  fiterature on suicide. Mergen states: 
. . . gerade in der Pubertat ist der Jugendliche sehr vulnerabel. 
Konventionelle Vorurteile, von Erziehern, Eltern oder anderen Personen 
konkretisiert, konnen ps ychische Traumata setzen, welche dann zu 
Schuldkomplexen, hypochondrisch gefarbten Depressionen mit 
Selbstanschuldigungen und Suizidgefahr fïihren. (19 1) 
Sommer's novel presents a pidure of the sexual hypocrisy and repression of the 
older generation, which contributes to the suicide of the protagonist Leonhard Knie. 
Leonhard Knie becomes a casualty of his social milieu, but his suicide does not create 
an atmosphere of understanding and enlightenrnent as does Horn's suicide in Hein's 
Homs En&, rather the death of eighteen-year-old Leonhard Knie is virtually 
disregarded by the people of his community. 
Even Leonhard's conception is inauspicious. The product of a garden shed 
romance, the ignominy associated with Leonhard's beginnings is a cross which he is 
forced to bear before the entire community. "Von der Herkunft Leonhards enahlten 
sich die Leute das . . ." (UKW36), is a statement which indicates that the version of 
Leonhard's disreputable background related to the reader by the narrator is common 
knowledge in the community. Burdened with a shame which has become 
transgenerational, Leonhard is destined to  experience unhappiness. The protagonist 
also experiences abandonment at a very early age. His father, Jakob Langjohann, 
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refuses to assume responsibility for him, escaping to Hamburg, and when Leonhard 
is four years old, his mother abandons him to join Langjohann, leaving Leonhard with 
his grandmother (UKW 37). The correlation between suicidal ideation in youths and 
the disintegration of the f d y  iswell b o w n  (Ringel "Über Selbstrnordversuch 168- 
169; Evans and Farberow 235-236). Children who feel unwanted or experience the loss 
of a significant relationship, G r o h a n  also asserts, may be driven to suicide (41). 
Thoughts of Leonhard's mother are associated with suicidal ideation (UKW307-308), 
and Leonhard himself makes the comection between the issue of abandonment and 
his emotional distress. Describing Leonhard's feelings, the narrator reveals the 
following: "Das Mitleid über sich selbst machte ihn innerlich ganz wund. Er 
[Leonhard] schaute d m  in seinen Spiegel und weinte. Keine hatte ihn gewollt" 
(UKbV344). "Hast keine gute Mutter, armer TeuM," Leonhard says to himself, "keine 
Mutter und niemand" (UKW 344). Leonhard desires to love someone and to be loved 
in retum, but "niemand wollte seine Opfer" (UKW 345). 
Not only does Leonhard experience his own sexual dysfunction, but he and 
others bear witness to instances of sexual misconduct in the community. Sidonie 
Innig, who lives alone and somewhat eccentricdy as the result of a broken 
relationship (UKW 13-15), the widower Blatsch, who commits suicide as a result of 
public speculation about inappropriate sexual behaviour (UKW 126), and the discovery 
of the tavernkeeper Schindler's d e  engaged in sexual relations with a beer delivery 
man (UKW 166), provide examples of what Leo, in his naïve way, correctly perceives 
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to be the dysbction of the society in which he lives. "Wo die Kinder herkamen." 
thinks Leo to himself, "das wuBte er schon lange, aber da gab's noch einen ganzen 
Haufen anderer Sachen, die er sich nicht erkliiren komte- Und wann hat schon einmal 
ein VienehnjahRger einen Erwachsenen danach gefkagt?'(UKW 167). School and 
religious instruction do not enlighten Leo and his adolescent schoolmates about 
sexuality. Young women who become pregnant try to terminate pregnancy by drinking 
mulled wine, taking foot baths, and by leaping from chairs (UKW 236). The novel 
presents Leo's own exploration of sex in often embmassing and humourous situations. 
He witnesses the illicit rendezvous of a married woman and her lover. later h d i n g  
condoms in the woman's purse (UKW 112); he observes his boss Bertele having sex 
with a hired woman in the store (UKW220) and he hears the chauvinistic speeches of 
Luigi Viviani about differences between men and women (URCV 188). When caught 
in a compromising position with Lotte Hallser, a schoolmate, Gerber, his teacher, 
sarcastically asks, "Willst vielleicht eine Familie gründen!?" ( U .  143). 
Leonhard, whose naturd curiosity and experiences do not end in happy 
enlightenment, is singled out because of the negative impact of his experiences. His 
distinctness nom others is defïned by Leonhard hunself in examples of inner 
monologue. He thinks of himself as more of an intellect than others. perceiving his 
problem to be his inability to corne to grips with his limitations. In many respects, 
Sommer's novel presents the same kind of social conflict evident in Plenzdorfs Die 
neuen Leiden des jungen W. Leonhard's very ability leads to his disorientation in a 
society bent on conformïty and usefulness. Leonhard and his schoolmates are assigned 
the task of writing an essay about how they can make themselves usefd (UKW 66). 
Leonhard questions his experiences much more than do his peers, but, unsupported 
by the older generation, is forced to rationalize Me by himself. Like Edgar, Leonhard 
seeks both escape and answers in what he cornes to think of as "die verfîuchte Leserei" 
(UKW 3O5), becoming absorbed in Hesse's Bildungsroman Demian (19 19) and Oscar 
Wilde's The Picture of Doricm Gmy (1890). Eventually Leonhard's reading takes a self- 
destructive turn when he begins to read about meditation, then putting into practise 
the power of suggestion in or der to avoid feeling physical pain (UKW 3 18). This step 
is one of the many relational indicators to the reader that Leonhard is becoming self- 
destructive. 
Leonhard's path toward suicide is littered with relational evidence of the 
decision which is taking shape in his mind. Such clues are of Meren t  types: words, 
thoughts, and actions of the protagonist, as well as narratonal comment to the reader. 
Although other characters in the novel have some indication of Leonhard's suicida1 
ideation, the reader has the benefit of ail relational clues, some of whch are more 
indirect, as when Leonhard contemplates 'ferne[s] Ertn'nken" (URW 98). Much 
behaviour clearly signals suicide: Leonhard's recouse to alcohol (UKW 223), his 
writing of the poem "Der Abschied" (UKW 280),5 the association of suicide with his 
Einthig, sinnlos rinnt die zahe Zeit 
und fkierend sehe ich das Ende, 
denn ailes wird so schneli Vergangenheit, 
noch spür ich streichelnd deine blassen Hande. 
(URW 280) 
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mother (UKW 308). his desire to leam a song which has provoked suicide in others 
("Trauriger Somtag," UHV 3O8), and his experimentation with gas ( U .  330). Much 
evidence cornes in the form of statements made by Leonhard himself, despite their 
occasional arnbiguity. Comrnents uttered to other characters, such as, "Jetzt is vorbei" 
(UKW 144), "Ah, i glaub manchmal selber, mich hat's" (UKW El), and the "strange" 
(comment by narrator) farewell to his fiiend Bubi Rupp: "Ich wünsch dir alles Gute für 
dein Leben" (UKW 31). These are all indicative of Leonhard's state of mind and the 
intentionality of suicide. 
Leonhard eventually experiences sex, only to discover that what has been the 
focus of so much attention is, for him, profoundly disappointing. "Das also? Das war 
überhaupt nichts," Leonhard says to himself, "O du Liebe Güte, da machten sie aun so 
e h  Getose darum! Wegen so einem Nichts brauchte man nicht unbedingt 
weiterzuleben" (UKW 342). Sex becomes infused with and comected to the choice 
between life and death. Superficially, the comment evokes a humourous response; 
however. particularly in retrospect, Leonhard's comment signifies the protagonist's 
very real existentid struggle. 
Leonhard Knie even feels directed by astrology. and the symbol of the scorpion, 
as W .  be seen in Gert Heidenreich's Der Ausstieg, plays a role in the depiction of 
suicide in this novel. An interpretation of the constellation of stars for the astrological 
sign of Scorpio indicates that Leonhard is destined to meet with a violent end: 
Steht aber der Neptun direkt über dem Uranus, so kann sich daraus 
nach vie1 vorangegangenem seelischem Leid e h  Ende durch die eigene 
Hand ergeben. Uranus, der Planet der Philosophen und der Denkenden, 
ist auch der Stern der Selbstmorder. ( U .  348-349) 
Leonhard perceives himself to fall into the category of philosophers and thinkers and 
interprets his suicide as a matter of destiny. 
And so the protagonist premeditatively takes his own Me. The intentionality 
or method of suicide is never in doubt and the citation of the numerous instances of 
ideation merely co&m the outcome. Not so evident is the meaning that the suicide 
has for the novel as a whole. This question will be discussed in the next section. 
The Meaning of Suicide 
The suicide of Leonhard Knie conforms to much of the actual scientific 
knowledge about suicide in adolescents and constitutes a rational and plausible 
suicide. He experiences the abandonment of his parents and the disapproval of a 
cornmuni@ which was neither willing nor able to guide its youth in positive ways. The 
issue of sexuality becomes the focal point for the confiict between generations. 
Leonhard engages in typical adolescent self-focussed pity, but because of society's lack 
of understanding and his own legacy of neglect, becomes isolated, feeling that he is "ein 
Mensch zuviel auf der Welt" (UKW 345), saying "keiner weint mir nach" (UKW %O), 
an opinion echoed by the narrator ( U . 3 3 4 ) .  
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The death of Leonhard Knie's grandmother causes some in the community to 
refiect on the suicide of Leonhard, which, by that point, lies twenty years in the past. 
"Dem ist allerhand erspart geblieben," says one, and "das war der Schlaueste von 
den." says another. In effect, the speakers are pondering and validating Leonhard's 
act of suicide, referring to it as a sensible way of avoiding the events that were to 
follow. These events, though not expressly stated, refer to the Nazi period and the 
Second World War. The narrator states that, "da ein Krieg gewesen war, hatten sich 
vide Menschen wieder auf den Herrgott und das jenseitige Leben besonnen . . ." (UKW 
367), a satirical statement that d u d e s  to the impact of war. 
Instrurnentally, Leonhard Knie commits suicide in order to leave his pain 
behind: "Wenn er jetzt starb, dachte er, würden seine Sehnsucht und sein Schmen, 
sein Kummer und sein Unglück auf der Welt zurückbleiben" (UKW 35 1). Leonhard 
associates the source and location of saering so closely with the world that he 
envisions it a s  a force which will remain in the world and be assumed by someone after 
his death (UKW 351). Were it not so, he reasons, then sder ing would have 
disappeared from the world. There is no evidence that Leonhard intended to 
communicate any meaning to other characters in the novel through his suicide. For 
him suicide can be said t o  be pureIy instrumental. 
The inclusion of suicide in this novel has obvious expressive meaning, however, 
for the reader. Leonhard is portrayed as fûndamentally good. Although he stole 
money fiom his grandmother, he h e w  it was wrong and displayed a guilty conscience, 
evident in the fact that he kept a debt book (UkTW354). Leonhard's maladaptation to 
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society is represented to be the result of societal failure. Even the parental 
abandonment he experiences has becorne a fimction of a repression which is endemic 
in society. For the majority of the young people portrayed in the novel, inurement or  
insensitivity to the failings of society lead to the acceptance and perpetuation of the 
status quo. Although it is stated, "die alte Zeit war vorbei" (UKW 356), it is apparent 
that even the Second World War has done very little to change the Qrcumstances in 
this community. Although the suicide of eighteen-year-old Leonhard does not result 
from the protagonist's emotional struggle with the real or perceived continuity of 
fascism, as is the case in the other novels of this chapter, the novel illustrates on a 
more basic level the continuity of beliefs in society which Leonhard actually 
experiences and which compel him to commit suicide. Power, as used by adults in the 
novel. while imitated and accepted by the majority of the younger generation, leads to 
self-destruction in the more intellectual and sensitive of them. 
The humour, associated with virhially every unhappy event in the novel reveals 
the narratorts hardened acceptance of the situation, despite the occasional validation 
of Leonhard's feelings: "Was der junge Mann in dieser Zeit dachte, war nicht gefiltert 
und etwas unklar, aber es war etwas dran" (URW288). The narrator often provokes 
the reader to contemplate Leonhard's fate through the words o r  actions of other 
characters in the novel. In one such instance, when Leonhard bomows books on Indian 
meditation and karma, the Iibrarian shakes her head and utters the word "schade." 
The narrator, commenting on the librarian's utterance, states, "Wer weiB. was sie 
darnit meinte" ( U . 2 9 8 ) .  Although blatant direction by the narrator suggests an 
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unsophisticated reading audience, the novel should not automatically be relegated to 
the category of trivial literature. This novel lacks the happy ending characteristic of 
trivial literature ("Trivialliteratur" 970) and adjures the reader to contemplate self- 
destruction which is not a trivial subject. The combination of humour and tragedy 
d o w s  the novel to avoid an overly melancholic inaccessibïiity, while confronthg the 
reader with the story of the destruction of a young person's potential. 
Gert Heidenreichis Der Ausstieg (1982) 
The Iast novel to be discussed in this chapter shows a protagonist, Heinrich 
Bode, who is also in conflict with the political condition of his country, the Federal 
Republic of Germany. This novel was written in 1982, thirty years afker the f%st three 
novels discussed in this chapter. It incorporates actual political events of the period 
between the 1950s and 1980s, specifically the terrorism of the Rote h e e  Fraktion 
during the 1970s. 
The protagonist's path toward suicide and its causal relationship to the Federal 
Republic is delineated through actual historical events, both recent and more distant. 
The theme of suicide is also illuminated through imagery, symbolism, and analogy. 
Instances such as the prophetic story of the scorpion, the symbol of the pelican, the 
Engiishman's near-drowning, as well as, the father-son relationship all contribute to 
an understanding of suicide within the novel. 
Motivation: Politics Past and Present 
The dominant stniggle is defked in the relationship between the protagonist 
and society. In examining this struggle it is important to understand that the Federal 
Republic represents not simply an arbitrary political boundary in the novel, but  also 
a part of the protagonist's identity, and as such, is inextricably connected to the 
character's existence. The beginaing of the novel strikes an ominous note, for it speaks 
of Bode's impending death in a paradoxically positive way. When the narrator 
pronounces that "Bode hatls gut" (DA 7), "Bode hat's doppelt gut" @A 7). and 
"Tausendundeinmal gut hat es Bode" (DA B), the sardonic tone which associates death 
and fortuitousness belies a truly rnelancholic meaning. Bode's own words "Hier wiire 
der Tod vielleicht ertraglich, dort rauszusehen dabei, das würde mich ruhig machen" 
(DA 7). indicate a certain exertion of control and will over the location of death, if not 
yet the method. "Hier" refers to France, the country to which Bode flees. The 
tolerableness of death in France as opposed to Gennany rests on the gdt-ridden 
conscience of a German protagonist whose self-sacrifice in France represents 
atonement to a country mistreated by Germany. In realiw, the politics of France since 
the war had been no less encumbered with political strife than Gemany's. After the 
war, France was forced to deal with colonial independence movements within its 
empire. In 1946 France became engaged in an eight-year war to preserve its innuence 
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in Indochina, and in 1954 France began to send hundreds of thousands of soldiers to 
deal with the revolt of Algerian nationalists to defend the fiction that Algeria was an 
integral part of France. In 1968, student and labour unrest brought France to a 
virtual halt ("France" 520-523). Bode's perception that France was the land of 
cleansing was illusory and emphasizes the unbalanced beliefs that he holds 
throughout the novel. 
Through the benefit of flashbacks, information about Bode's Me is gradudy 
revealed. One piece of information gleaned is that his contemplation of death has not 
been sudden or impulsive, but that it has been developing for more than four years. 
Since the natural inchation for human beings is to welcome Me, Bode's 
obvious predilection for death immediately raises the question as to the reasons for 
this ideation. The novel describes, through the juxtaposition of flashbacks and present 
t h e ,  the reasons for Bode's separation from his country and his ultimate egression 
fkom He. Like the character Keetenheuve in Koeppen's novel. Bode's youthfül 
hopefulness for his country meets with disillusionment (DA 18-19). Bode desires, as 
others have done, to h d  a new beginning outside the country (DA 23). But what is it 
about Germany that disappoints Bode? "Es ist n u  der Zustand der Republik," says 
Bode to himself, "Was für ein Zustand? fkagt der im Spiegel. Der Rechtsstaat wird 
demontiert" (DA 66). Bode perceives a resurgent presence of right extremisrn in the 
Federal Republic, Uustrated in the novel through examples such as the uncovering of 
a judge's extremist connections (DA 33), the German involvement in the provision of 
weapons to extreme right-wing groups (DA 25). Bode's witnessing of the thuggish 
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tactics of the German president's guards (DA 36), and the evidence of young right-wing 
militants (DA 77; 79). Bode wishes to escape a Germany in which he sees history 
repeating itself. 
The shiRs between recollection and present experience are achieved with such 
subtlety that the past often fuses with the present, a technique which also 
contemporizes more distant history, such as the allusions to the time of National 
Socialism. 
The end of the novel reveals the protagonist's suicide, to which dues exist 
throughout the novel. To be answered is the question of what it was that drove 
Heinrich Bode to a desperation so overwhelming that suicide seemed the only way out. 
The answer to the question resides in the unique combination of characteristics 
possessed by both individual and society. Recognizing that different characters react 
differently to their political environment, it is not necessary to recognize individuality 
in assessing Bode's motivation for suicide. As Shneidman states in his discussion of 
the idiosyncratic nature of suicide: ". . . suicide is best understood not so much as an 
measonable act--every suicide seems logical to the individual who commits it . . . A 
suicide is committed because of thwarted or uddfZled needs" (Definition 126). 
Having said this, Heidenreich does provide many postdictive indicators which show 
the protagonist's own reasons for suicide. 
Bode's inner tannoil arises out of his relationship with his country, an 
understanding of which can be gauied through the information given about the 
perceived political condition of the Federd Republic of Germany. 
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Bode's character becomes defked in its contrast with that of his &end Marzin, 
a person of similar age, who thrives within the Federal Republic. profiting £rom the 
unique opportunities presented by the political situation (DA 16). For the oppominist 
Marzin, the Federal Republic is "das keieste Land, das je auf deutschem Boden 
existiert hatt' (DA 11). Bode, as has been mentioned, is deeply disturbed by what he 
perceives to be happening in the politics of the Federal Republic of Germany. 
Although both views of postwar Germany have validity, the narrator, and perhaps the 
author, seem to create sympathy for Bode's position. Although Marzin promotes the 
peace movement in his visit to Bode in France, his intentions and methods are 
Bdiculed by Dr. Bazille, a local resident. Marzin's French is described as 
"einwandfkeie[s] Sch&anzosischt' (DA 116), but his attempts at worldliness fall flat 
as he discusses his opinions about the peace movement with the rhetoric of a general. 
In short, Marzin is totally incapable of relating to the French, even though the 
mechanics of his language are perfect. 
Like the protagonists in the first two novels in this chapter, Bode is portrayed 
as a person of conscience, set apart and condemned by the dominant forces in society 
for his views. "Alle, die Bode sind, müssen weg, damit der letzte getilgt wird" (DA 8), 
states the narrator, whose perspective seems closely aligned with that of Bode. The 
use of the words "the last onet' to describe people of high moral conscience who threaten 
the continued existence of the powers that be, bears resemblance to the concept of "der 
Letzte" in Walter Jens' Nein. Die Welt der Angeklagten. That Bode poses a threat to 
the establishment, is not simply a product of his imagination. When Bode researches 
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and exposes the right-wing extremism of a high court judge, his journalistic ethc 
codlicts with the political views of his employers and his employment is terminated 
(DA 33). The feelings of resignation and impotence he experîences are the result of real 
politically motivated action taken in opposition to him. 
Concomitant with the idea of eliminating certain elements in society, 
Heidenreich's nwel also advances the notion of "stumm machen" or silencing. As an 
individual Bode has become the target of this repressive silencing. Silence is not, 
however, imposed upon Bode alone; rather, the protagonist generalises the condition 
as being distinctively Geman when he characterises thc Federal Republic as a 
"stumme[s] Land, le pays muet" (DA 9). " [Sltummes Land" (DA 40), t'in diesen Mauem 
Verstummung" (DA 41), "Bode schweigt" (DA 79,86), "Zeichen der Verstummung des 
Landes" (DA 110)--these phrases are all indicators of the presence of this theme in 
describing the Federal Republic and its effect on Bode. Indeed, Bode himself, 
powerless to  effect positive change through his journalism. internalises this 
"Stummachen" to the extent that he begins to impose it on himself'. 
"Genug Verwirning im Lande. Er wollte Unterschiede. Die wollten sich nicht 
einstellen" (DA 8), the novel says of Bode. Although the "differences" sought are not 
specified, part of Bode's fnistration, it can be surmised, cornes fkom his criticism of the 
German political system, which, according to him, perpetuates the status quo: "dieses 
Land ist mir zu klug; die Rechten wahlen den Kanzler der Linken, damit die Lioken 
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rechte Politik machen konnen" (DA 8). This criticism is similar to that of Keetenheuve 
in fieibhaus and aims at what is discemed as the ineffectuality of the political system. 
In his frustration Bode chooses emigration. His belief "vergessen zu konnen, 
zlniicklassen zu konnen mit dem Schritt über die Grenze" (DA 50), proves wrong, 
however. Even in France, his own perception of his German identity plagues him: 
". . . jetzt hatte er das Gefühl, einen deutschen Genich am Korper zu tragen: den 
Genich einer Vergangenheit im Schlachthaus" (DA 26). He bears the scars of g d t  
despite the realisation that "Die Vergangenheit, die sie alle meinten, war niemals die 
seine gewesentt (DA 26). Defying the expectations and the image that the local French 
population has of Germans, Bode does not seek to profit fkom the auberge by the sea, 
which he has purchased. As Dr. Bazille says of Bode, "Sie minieren das Bild vom 
Deutschen" (DA 57). Indeed, far fi-om an anticipation of prosperity, Bode seerns to 
have set a liniit to his time in France and his Me when it is revealed that he only has 
enough money for three years (DA 33). Bode's intention is never to renovate his 
French inn and open a business, but rather the house is to be his last place of d w e h g  
before committing suicide. 
Bode's pain is connected with actual political times and events, both distant and 
near, the former being the period of National Socialism and the latter the terrorism of 
the late 1970s. 
More recent political events also h d  continued mention in the novel. In the 
winter of 1977-78 Bode reads about the spread of injustice and is bothered by the 
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silence. "die allgemeine Ruhe. Jeden Tag neue Nachrichten über die Verbreitung des 
Unrechts. Ruhe. Jeden Morgen ein neuer Rückschritt hinter die Stunde Nd. Ruhe" 
(DA 24). "Laut bleibt der Herbst "77," states the narrator, describing the waves of 
political news: "Die Heldentoten und die Opfer zupaB gekommenen Selbstmords und 
die Kommando-Helden und die ofkiellen Reden vom Lynchen . . . . (DA 41). Referred 
to are the incidents of leftist extremism in the FRGP6 extremism which produced an 
impression that the participants were betraying the ideals of the movement they 
sought to champion. 
Suicide is again the subject of the story told by Bode of a seventy-three-year-oId 
printer in a large West Geman city, who, suspected of leftist activity, becomes the 
victim of police bnitality. Mistreated by police and told by one that he did not spend 
enough tune in a concentration camp during the war, the desperate man commits 
suicide (DA 107). 
6 May 9, 1976, W e  Meinhofcommitted suicide in Stuttgart-Stammheim prison; April 7. 197'7. the 
attorney generd Buback was killed by temris ts ;  April28, 1977. A. Baader. G. Enssiin, and J.C. Raspe 
were sentenced to Life terms; July 30, 1977, J. Ponto, head of the Dresdner Bank was murdered by 
terrorists; Sept. 5.  197'7, M. Schleyer, was kidnapped by temrists;  Oct. 14, 1977, a Lufihansa jet was 
hijacked and the pilot luiled; Oct. 18, 1977, the jet was stormed by the "GSG 9" (Grenzschutz- 
Sondereinheit) in Mogadischu: Oct. 18. 1977, A. Baader, G. Ensslin. and J.C. Raspe commited suicide in 
Stammheim prison; Oct. 19. 1977. M. Schleyer was found murdered in Mulhouse (Hellwig 488-494). 
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Transgenerational Egression from Political Conditions 
Der Ausstieg makes numerous references to the penod of National Socialism, but 
this part of history is best c o ~ e c t e d  to the protagonist by way of Bode's relationship 
to his father. Bode visits his estranged father in a desire to leam about the beginnings 
of the Republic and the time before it (DA 43). Bode's moral make-up is reinforced 
through the revelation of his father's own actions and the parallels between father and 
son. Bode's father, an academic who refused to join the Nazi Party during the war, 
was, at thmty-five years of age, denounced by his Ordinarius and denied a caxeer. As 
Bode hunself does thirty years after the war, so too does Bode's father react to political 
oppression by physically distancing hùnseLf. He moves to the North Sea, where "seine 
Rede nicht gefkagt ist" (DA 44). Rather than struggle against the system any longer 
Bode, too, decides to silence within himself', by virtue of geographical distance fiom the 
Federal Republic, the Mages of his country which continue to plague him (DA 50). 
The example given by Bode's father of a Nazi professor, who after the war is able 
to make the transition to another party and obtain a university chair (DA 44), 
exemplifies for Bode and his father the continuity of fascism and injustice. For Bode's 
father, politics are "ein schmutziges GeschW (DA 44). and in the novel it is politics 
that have driven Bode's family apart, causing a breach in the understanding between 
generations. Bode and his father achieve a reconciliation of sorts, able to ask long 
suppressed questions, and Bode discovers "Würde" in his father (DA 44). Bode's father, 
eschewing political theories, offers Bode help by way of three stories which his son is 
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to interpret. The f%st two stones describe politically motivated incidents of hate and 
division in Germany during and after the time of National Socialism, comected also 
to Bode's youth. The third story is about a man named Strothof, a communist who had 
survived the Nazis and the war, and who believed " d a  in der neuen Republik die 
Freiheit grenzenlos sei" (DA 51). Anticipating political tolerance after the war, 
Strothof, a village teacher, still quietly held communist convictions, though "nach 
drüben [German Democratic Republic] hatte er nun mal gar keine Neigung gehabt" 
(DA 5 1). In September of 1956 the Stmthofk fall victj, to anti-communist actions fiom 
local citizens, which they see as evidence of the continuation of political intolerance 
among the people, but real disappointment is felt by them when the authorities refuse 
to investigate the Strothofs' cornplaints (DA 52). The Strothofs remain in the village 
that is described as "nicht schlechter als andere Dorfer" (DA 52), but, fearing continued 
reprisal, announce their rejection of communism, a fact which is announced even in 
church. A while later Jan Strothof receives a beating at the hands of democrats, 
interpreted by police as a communist act of revenge. Bode is unable to free himself 
fi-om the image of Strothoh scar and what it signifies about the new Republic. The 
final embrace of father and son is described as "stumm" (DA 55). Sienifving the 
continuity of history, Bode contemplates "die vierte deutsche Geschichte," which has 
begun "mit dem Parteitag der Christsozialen in München. Die Bürokraten sind ins 
Recht gesetzt. Die Spitzel. Die Verleumder" (DA 55) and signifies continuity. 
Suicide in Symbol and Metaphor 
Dr. Bazille, resident of Les Petites Dalles, is a character of near mystical and 
improbable stature in the novel. He functions almost as a therapist to Bode and as a 
catalyst in the revelatioion of Bode's inner turmoil and suicidal ideation. Many of the 
stories which uncover the theme of suicide are conducted through B a d e .  
The nature of Bode's suicide is explained in what is probably the novel's most 
important and revealing metaphor for it. The story of the scorpion recounts a foretune- 
telling experience that Bode has had in Africa at an earlier tirne. 
In the story, Bode, "der einzige WeiBet' (DA 6 1) is given information about the 
meaning of each symbol, but must apply what he observes to his own Me, a s i d c a n t  
fact in the examination of the subjectivity of the protagonist's perspective. A circle is 
drawn in the sand, an arena, which an elderly man describes to Bode as "deine 
Freiheit" (DA 62). A tin can is produced which represents "das Gef-gnis" (DA 62). 
from which a scorpion is released into the traced circle in the sand. The scorpion's 
release is described as "deine Geburt" (DA 62). "Die Heine Furche im Staub," says the 
narrator, interpreting the scorpion's actions, "w&e kein Hindernis. Aber er 
überschreitet sie nicht" (DA 62). The elder draws a spiral within the arena. 
designating it Bode's "life." Thereafter, the scorpion's path becomes tighter and the 
scorpion "spürt die Beschrankung" (DA 63). The scorpion, perceiving the encircling 
trench to be inescapable, stings itself to death in desperation: "Er kriimmt seinen 
Hinterleib mit dem Stachel gegen sich selbst. Er spürt zwischen den Ringen des 
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Panzers die Stelle a d ,  wo er verletzbar ist. Er richtet den Giftdorn in den eigenen 
Korper. Er  sticht zu" (DA 63). The scorpion's behaviour prior to its self-killing is 
described as "vemeifelt" and "wild," reflecting aspects of Bode's own condition leading 
to suicide. Described further by the narrator as standing free, the phrase "nur von 
einer Linie gefangen" (DA 63), underscores the notion that the animal's desperation 
was only perceived, and the result of suicide unnecessary. Finally, as the scorpion 
dies. it  reaches into the air in search of an enemy which is not there. In the end the 
scorpion in its limited view has become its own mortal enemy. 
In hiç application of the scorpion's situation to his own, Bode finds a distinction 
in the fact that he has made it "über die Grenze" (to France), remainiag uncertain, 
however, whether this fact alone "genügt zum Leben" (DA 63). If the border between 
the Federal Republic and France is to be equated with the shallow trench in the oracle, 
then Bode has indeed made it literally over the border. For Bode the arena is 
analogous to the physical boundary encirchg the Federai Republic. Like other 
German nationah, he has left the physical confines of his country, yet he is unable to 
leave behind the emotional ties to Germany, a fact which is exacerbated by news of 
Germany. In February of 1981 Bode hears reports over the BBC of the denunciation 
of pac5sts by the Social Democrats (DA 64) and in French newspapers he reads 
"besorgte ArtikeI über die Bundesrepublik" (DA 25). 
The scorpion's arena, confined by the shallow trench, represents more than just 
a physical boundary, but Bode, lunited by his subjectivity, seems at  this point in the 
novel unable to grasp the additional meaning of the oracle. The line in the sand 
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represents a greater psychologicd barrier in the thinking of Bode and others like him, 
that is, the inability to regard Germany as anything but a place of renewed fascism. 
Bearing the guilt of his country's Nazi past, Bode is also unable to conceive of any 
solution but suicide. 
The story of Edward, an English tourist, constitutes a real event within the 
context of the novel, which is meanuigful to Bode's life and fuahers his contemplation 
of suicide. Edward, who, as it turns out, is despondent about his marriage, attempts 
to drown himself in the sea but is rescued by a lifeguard and the ubiquitous Dr. 
Bazille. Bode's "Ahnung, das Schicksal des Englhders habe moglicherweise eine 
Bedeutung für ihn selbst" (DA 87), is given meaning when Edward explains that 
"[sleine Rettung war [sjeine Veniichtung" (DA 87). In an explanation of his 
circumstances, Edward reveals a marriage that has corne undone for political reasons. 
chief among them the arrogance and hypocracy of the upper classes of England. 
Thinkùig not of death, but rather of "Heimkehr," Edward had given himself up to the 
water, his fear of destruction in the water less than his fear of destruction among the 
ruling classes in his homeland. Later, pondering Edward's situation and his own, 
Bode writes in his notebook, "überall lauern die Retter. Man m d  auf der Hut sein" 
(DA 96), a note which gives relational information of his own suicidal ideation. From 
Bode's notation it is obvious not only that he desires not to be rescued, but that h s  
constricted view of his circumstances causes him to disregard the political anguish of 
anyone but himself. 
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The theme of suicide is developed in another example of storytelling between Dr. 
Bazille, Bode, and Edward Edward tells the story of pelicans that congregate at a lake 
in Australia in order to feed on an abundance of fish. The pelicans thrive for three 
years, at which time the lake begins to dry up. Despite their hunger they remain there 
and await death. Once again, the t e h g  of such stories has a suggestible effect on 
Bode prior to his suicide, while at the same time providing the reader with relational 
information about Bode's impending act. 
The pelican is not the only bird which has symbolic meaning in the novel. The 
German eagle is imbued with negativity, most clearly illustrated in the dream Bode 
recounts to Marianne, a friend who shares much of his disillusionment of Germany. 
Bode, in a semi-conscious state, envisions the approach of a bird: "eh  k u n  geratenes 
Wappentier, silbern, eckig und solide. Der D-Mark-Adler warrs, jener vom 
Fünfriiarkstück" (DA 19). The eagle, the embodiment of the Federal Republic, asks 
Bode whether he loves his country, to which Bode answers, "Nein, ich liebe es nicht! 
Schamlosigkeit, Mord, Überheblichkeit! Verbotsland! Kasemenland! Ich mochte gem, 
ich k m  es nicht lieben, es ist nicht danach!" (DA 19). 
Bode, himself a "gestempelte[r] Adler" (DA 9), unable to shed this part of his 
identity, seeks to punfy himselfin the "pure" water of the French coast. Purification, 
however, is not possible, for as the story reveals, the French coast is polluted (DA 7). 
Sickness and the German Condition 
The German condition is characterized as sick. During the visit to his father. 
Bode, overcome by sickness, sees his own image in the mirror as that of a stranger. 
Asked by the image in the mirror as to the reasons for his sickness he responds that 
his sickness is a result of "der Zustand der Republik (DA66). Later, Bode 
contemplates the reaction of his French neighbours to his suicide. He imagines Dr. 
Bazille, someone who understands his pain, as explaining Bode's suicide as "die 
deutsche Krankheit" (DA 72). At one point Bode characterizes the observed "Unlust 
an Freiheit" as a "deutsch-deutsche Epidemie" (DA 103). This opinion seems to reflect 
the opinion of Keetenheuve in Koeppen's Das Tieibhaus. In each case the protagonist 
sees continuity between past and present political circumstances and an unwillingness 
in the German people to ccrrect these perceived wrongs. 
German Legacy of Guilt 
By virtue of his Germamess, Bode internalises a legacy of guilt, which produces 
in him a deleterious relationship to his own country. The confiict between him as an 
individual and the Federal Republic leads to his gradua1 disintegration from society. 
self-imposed physical e d e ,  and, Gnally, his egression fkorn Me itself. The novel 
becomes a kind of reconstruction of the psychic process experienced by Bode as the 
reasons for his emigration to France are explained and his unabated psychological pain 
develops to a point where it is no longer tolerable even in exile. Heinnch Bode is 
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plagued by g d t  which results not only fkom the knowledge of his country's past, but 
which is founded also on his perception of the continuation into the present of certain 
elements in German society. 
Although the novel is primarily the story of the progression of one individual 
towards suicide, it generalizes the conflict between individual citizen and German 
society. The words "Me, die Bode sind, müssen weg" (DA B), "Kollegen hatten zur 
Toscana geraten. Zu viele" (DA 23), and "ein Mensch wird sein Land nicht los. Ein 
Land verliert leicht seine Menschen" (DA 24), are indications of a wider phenornenon 
of emigration. Tii Bode is represented the fundamental conflict of Gemans who 
believe(d) the German politics to be steering a course away £rom many of the ideals 
articulated in the early days of the Federal Republic. Disgruntled and disillusioned, 
many of these people demonstrate political objection in emigration. Emigration, 
however, neither justifies their opinions nor makes the emigrants l e s  German. A 
direct cornparison is constructed between those who emigrated during the totalitarian 
regime and those who chose to emigrate during the new Federal Republic. Although 
characters such as Keetenheuve and Bode eventually even commit suicide because of 
the injustices they disceni in their country, a cornparison between Hitler's Nazi 
Germany and the Federal Republic's democratic government becornes absurd, thereby 
undermining the rationaliw of the protagonists' suicides. This is, however, in contrast 
to Jens's Walter Sturm, who lives in a totalitarian state and experiences conditions 
analogous to those of Nazi Germany. 
187 
The Meaning of Suicide 
Nur wenige Meter taubengraues Geroll zum Schaumrand des Mantik: 
der zischt her, leckt am Leben; vom adersten Rand der Existenz Bodes 
nimmt er ein wenig mit hinaus, mischt es unter, verdünnt es drauBen. 
kehrt zurück. (DA 7) 
The protagonist's relationship to the sea, as indicated in the passage above, is 
marked by connict and is self-destructive, yet, he makes the conscious choice to move 
closer to it. Proximity to the sea provides only temporary respite to Heinrich Bode, 
who eventually succumbs to its lethal potential. Eventually, death by self-imposed 
browning, as in Koeppen's Treibhaus. is the method chosen for egression f?om 
intolerable circumstances. The sea represents both an instrument of destmction and 
of absolution of @t. 
Suicide by drowning is a form of suicide which is comparatively indirect, even 
hidden or concealed. and therefore socially more acceptable in its ambiguity. Bode is 
drawn to the water, and it is that which makes death "ertraglich" (DA 7), its "Ebbe 
. . . eine geschenkte Frist" (DA 27). 
"Die extreme Situation in Deutschland" posits Karl Esselbom, "wird also am 
Beispiel einer extrem reagierenden Figur dargestellt, die nicht realistisch zu verstehen 
ist" (Esselborn and Hunfeld 40). Whether or not suicide is or is not reasonable for 
individu& in circumstances such as Bode's cannot be answered objectively. What is 
certain is that within the literary treatment of the theme, suicide is presented as 
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plausible, despite the fact that Bode's own choice represents an extreme reaction to 
political conditions. 
The protagonist Heinrich Bode is not trying to give expressive meaning to his 
suicide within the novel; however, the novel does make an expressive statement to the 
reader. Bode's suicide is the result of his psychic suffering which is caused by his 
perception of political conditions. 
It remains then for the reader to assess the veridical value of the protagonist's 
suicida1 solution. One might argue that Bode's assumption of guilt is not reasonable 
and shodd properly have been interpreted by him as the sins of another generation. 
Even Bode's father, who was a contemporary of the fascists, did not assume and 
internalize the burden to the extent that Bode does. In effect, Bode gives up on his 
country, despite its prosperity and pacifistic international posture, choosing instead 
to focus exclusively on the perceived continuity of some political elements in German 
society 
Summary 
In aLl of the novels dealt with in this chapter, suicide becomes the conscious 
alternative to facing Me's vicissitudes. In the novels by Jens, Koeppen, and 
Heidenreich, the motivation for the characters' suicide is overwhelmingly political in 
nature. Koeppen and Heidenreich relate actual political events of the day, such as 
rearmarnent and the extremism of the political right and left, to the psychic dilemma 
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of their respective protagonists. Political circumstances in the novels of Jens and 
Sommer are obfuscated, but reference is made in both cases to war and totalitarianism. 
Walter Sturm is the least able to bring about change in the given circumstances, 
because the fictional totalitarian monolith is depicted as omniscient and inescapable. 
In this novel alone does suicide corne closest to being a positive choice, and it is clear 
that it is the unalterability of circumstances which excuses suicide. The literary 
suicide is intended as a detenent, a waming, or admonition to the reader, not to take 
peace and democracy for granted. In the novels of Koeppen, Heidenreich, and Sommer, 
suicide, although viewed sympathetically, is certainly not presented as the only option 
open to the protagonists. Suicide thus becomes more idiosyncratic in nature and the 
reader is induced to reflect more on the reasonableness of suicide in individual 
circumstances. 
Although de-emp hasised, each novel also presents a f d e d  love relationship , 
which heightens the psychological anguish experïenced by each protagonist. In the 
cases of Jens's and Koeppenls novels the protagonist is, in part, directly responsible for 
the death of his female partner, thus making the self-intlicted death of the protagonist 
a subjectively reasoned form of atonement. The protagonistls responsibility for the 
death of his partner is the direct result of the influence of the political environment. 
The death of Gisela Waltz is brought about in a direct way by a totalitarian political 
system, whereas Elke is destroyed by the moral and political single-mindedness 
exemplified by Keetenheuve. The poliCical coersion exerted on Keetenheuve is less 
direct. In Heidenreich's novel, Bode's relationship to Marianne fails because of the 
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inimical effect the political system seerns to have on him. Although Bode and 
Marianne share similar views about Germany. Le., she, in response to an act of 
terroristic violence, says, "Wir müssen aus diesem Land" (DA 82), Bode becomes 
reclusive, making himself a less functional member of society and a less suitable 
partner for her. In a sense the Realpolitik of love minors that of politics. In Sommer's 
novel, Leonhard is incapable of forming any relationship. This inability is presented 
as society's failure to provide proper enlightenment and proper examples of sexual 
relationships. 
As with ail of the novels studied here the theme of suicide alerts the reader to 
the connection between the suicide of the novel's character(s) and the societal 
conditions portrayed. Suicide is never produced in a vacuum, but is demonstrated to 
be the result of conditions existing within Germany. As has been shown, the 
reasonableness of each protagonist's perception may be c d e d  into question, but one 
may suggest that the novels present views of suicide which are meant to provoke the 
reader's own sensibilities and assertions. 
Chapter IV 
Sumrnary: Suicide in the German Novel1945-1989 
In concluding this study it is appropriate to recall the ideas expressed by Klaus 
Mann in ths study's opening quotation. Despite the resolution of Europe's economic 
plight four years after the end of the Second World War, Mann, in his The Ordeal of 
European Intellectuals, identifies what he calls "the intellectual dilemma of thinking 
men and women fiom Great Britain to the countries behind the Iron Curtain" and a 
"war of ideas" (Ordeul6). Mann questions the ability of European intellectuals to 
"meet their ordeal" (Ordeal IO), and goes on to define the role of the intellectual in 
today's society, outlining the intellectual crisis characteristic of the present age (Ordeal 
16), one which, in his opinion, has increased in magnitude since the First World War 
(Ordeal 22). For Mann, European intellectuals are "more keenly aware of the critical 
world situation" than others because they have experienced it directly (Ordeal 22). 
While this study does not hold, as does Mann, that a l l  Europeans necessarily belong 
"to the same tragic, but proud and distinguished clan" (Ordeal 24). it seems that Mann 
does i d e n e  a crisis which is evident in the literature of Germany between 1945 and 
1989. In the battle between the intellectuals of East and West, Mann asserts that one 
has been compelled to take sides (40). The crisis arising out of the forced necessity to 
choose sides leads to hopelessness for many inteUectuals. Klaus Mann quotes what are 
ostensibly the words of a young intellectual represen tative of the prevalent European 
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intellectual dilemma. 'There is no hope," states the young intellectual, "whether we 
intellectuals are traitors or whether we are victims, in any case we'd better recognize 
the utter hopelessness of Our situation. Why fool ourselves? We're done for! We're 
licked!" (Ordeal 56). These words echo the resignation present in most of the novels 
in this study to varying degrees and in differentiated ways. The alleged student goes 
on to define the stniggle as one between "two great antispiritual powers--American 
money and RusSan fanaticisrn," (Ordeal 56), ideologicd tendencies associated with the 
protagonistst dilemmas in this study. Not only does the student i d e n e  the ideological 
poles whch apply deleterious force on intellectuals, but the student also arrives at a 
proposed solution to the problem. The student advocates a 
. . . movement of despair, the rebellion of the hopeless one. Instead of 
trying to appease the powers that be, instead of vindicating the 
machmations of greedy bankers or the outrages of tyrannical 
bureaucrats, we ought to go on record with our protest, with an 
unequivocal expression of our bittemess, our horror. Things have reached 
a point where only the most dramatic, most radical gesture has a chance 
to be noticed, to awake the conscience of the blinded, hypnotized masses. 
I'd like to  see hundreds, thousands of intellectuals follow the examples 
of Virginia Woolf, Ernst Toller, Stefan Zweig, Jan Masaryk. 
A suicide wave among the world's most distinguished, most celebrated 
mincis would shock the peoples out of their lethargy, would make them 
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realize the extreme gravity of the ordeal man has brought upon himself 
by his folly and selnshness. (Ordeal 58,60) 
The university student, who is unnamed, may indeed simply be the fictional conduit 
for Mann's own views. The same views are echoed in what is thought to be an excerpt 
£corn Mann's Zhe Last Day.' Whether the admonition to follow the example of suicide 
is an earnest one can not be determuied, though Klaüs Mann &id commit suicide.' 
What is apparent fkom this study is that the demonstration of suicide among 
intellectuals does exist in the German novel between 1945 and 1989, whether one 
chooses to define the protagonists themselves as intellectuals or  to reserve this term 
for the novels' authors. Suicide as described by the young intellectual in Mann's The 
Ordeal of the European Intellectuals is intended to be a form of protest that wiU 
"awake the consciences of the blinded, hypnotized masses'' and "shock the peoples out 
of their lethargy" (60). To presume that the authors of the novels here dealt with 
envisioned their works as having a Werther-effect would be disingenuous; however, 
suicide plays a decidedly important roIe. For each protagonist, suicide defhitely 
constitutes a form of protest against existing political and social conditions. This 
protest is presented to the reader, with the effect of awakening the reader's conscience. 
' See  page 1 of this dissertation. 
m e  issue as to w hether Maus Mann mmmitted suicide for the reasons suggested in The Ordeal of 
the Eumpean IniellectuaZs is a matter of interpretation. X factor to be considered in assessing the reasons 
for suicide relates to evidence of suicide wit hin one's family. evidence of which esists in the case of Klaus 
Mann (.\dler 83). 
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If writers are to be considered intellectuals, as Klaus &lm c e r t d y  seems to 
~uggest,~ then the inclusion of the theme of suicide in a work of fiction automatically 
connects the theme to the realm of the intellectual. In addition to thiç, however, the 
works examined in this study associate suicide in the novel with protagonists "whose 
activity essentially is not the purmit of practical aims" (Benda 43), and can be defined 
as intellectuals also. One of the most smikiug similarities among the protagonists is 
the fact that each character's conscientious opposition to the social or political 
structure puts him or  her in physical danger even before suicide occurs. Plievier's 
Vilshofen opposed the authority of his Nazi leader and contemplated, not what was 
most practical in the circumstances, but rather what was most mordy  correct for his 
country. The Quangels in Fallada's novel pursued the dissemination of information 
which was in resistance to the Nazi regime, despite the fact that it placed them in 
constant perd and eventually led to their execution. The trait of the intellectual 
protagonist can also be seen in the novels of the GDR. Jakob Heym in Becker's Jakob 
der Lügner would have accomplished no more in terms of his own physical well-being 
had he not created and rnaintained the fiction in the ghetto. Instead, he chose to act 
in what he considered to be the interests of the greater good of his community. 
Although Plenzdorfs Edgar does not act in order to benefit those around him, he does 
oppose the political and social establishment, with the result that he becomes isolated. 
Wolf's Kleis t  and Günderrode, as literary figures, occupy a reaLm which is, by the very 
See also Julien Benda. who includes "p hilosop h e m  men of religion. men of literat ure. artists. men 
of learning" (44). 
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nature of the characters, more within the realm of ideas. Hein's protagonist Hom is 
also an academic and is more stereotypicdy intellectual in his orientation. What is 
important in the novels of the GDR is the fact that the opposition and, ulha te ly ,  
suicide displayed by the intellectual figure are mediated through historical distance. 
In PlenzdorCs novel the histoncal connection is achieved through Edgar's use of 
Goethe's Werther. In addition to this, the ambiguous nature of the suicide itself 
renders the criticism innocuous. 
The novels of the FRG also exhibit the crisis of the intellectual. Jens's Walter 
Sturm is the quintessential intellectual, who has been rendered impotent in a 
totalitarian system. Nein. Die Welt der Angeklugten, presents the intellectual struggle 
in the depiction of a very polarized society. Keetenheuve is set apart from his peers 
in his affection for the arts, particularly literature, whereas other politicians are 
concerned with practical politics and the furtherance of their own careers. 
Keetenheuve is typical of the intellectual who holds a purist view. His dilemma exists 
in his inability to compromise his moral position. The character of Bode illustrates a 
much subtler form of intellectual objection. His confrontation with the system is more 
a product of his perception than his actual environment. Leonhard Knie, though very 
different in his consciousness of his political surroundings, nevertheless shows 
characteristics similar to the other protagonists. He verbalises opp~sition to the adults 
in his community, analogous to the criticism of political authorities in the other novels. 
Like the other protagonists, he too shows an intdectual orientation, albeit naïve. Like 
Keetenheuve, he is interested in poetry, even using it to express his feelings of pain. 
Characteristic of suicide in the novels of each time period is its association with 
Germany's Nazi past. Signdicantly, however, Vergangenheitsbewaltigung is treated 
in quite distinct ways. Not surprisingly, the two eariiest novels which fall into the 
period preceding the formal division of Germany consider very directly the issue of 
Hitler's National Socialism. Both of the novels, written in close association with the 
developing GDR, show an anti-Nazi stance typicd of socialism, though, as has been 
shown, neither Plievier nor Fallada was a confirmed communist. In the case of once 
codirrned Nazis such as Escherich (JSA) and Vilshofen (STA), suicide or  the 
contemplation of suicide was motivated largely by guilt. In the novels of the GDR, 
where Nazism is treated directly (JdL) or where socialism is likened to fascism (HE), 
suicide is not the result of the g d t  assumed because of the war. Suicide is motivated 
by the desperation created by the con€contation between individual and society, where 
the individual is rendered helpless. In the novels of the FRG discussed, only in 
Sommer's novel is suicide not connected directly with the g d t  of the war, although 
Viviani's diatribe against the Germans raises the spectre of German aggression. The 
comments of two residents of Leonhard's community jus* Leonhard's suicide after 
the fact as a way of escaping the war, which would seem to relate Leonhard's suicide 
indirectly to guilt. It must be said that Leonhard himself could not have been 
motivated by this g d t .  Jens's protagonist Sturm experiences the gult of apathy for 
the twenty-three years following the war. For those years he no longer fdfilled the 
role of an intellechial; rather, he concerned himself with purely practical needs. 
Koeppen and Heidenreich pursue the issue of guilt to the greatest extent and in these 
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novels guilt becomes an overt motivator of suicide. In Heidenreich's novel, the 
protagonist is even aware of the fact that he feels g d t y  for something that he had not 
been responsible for and yet the feelings persist, because he is unable "to take the 
country out ofhimself." The fact that writers in the West describe the contemplation 
of gudt is not surprising, because it was the Federal Republic that assumed the entire 
g d t  of the war. Socialism regarded fascism as the natural consequence of capitalism 
and thus had a pretext to distance itself fkom responsibility. Had writers of the GDR 
portrayed their citizens as burdening themselves with this kind of g d t ,  the 
association between fascism and socialism would have been made and their works 
would not have been accepted by the censors. Christoph Hein's Horns E d e  was 
rejected for the co~ect ion it was thought to have made between fascism and socialism. 
By using Shneidman's comrnon characteristics of suicide, this study has shown 
that present suicidological theory is borne out in the fictional literature. This fact, 
though itself not new, reaffhms the belief that art reflects reality and that there is 
truth to be found in art. In many of the works studied here. the evidence of true 
suicidal ideation was abundant and suicidal intention beyond question. The inclusion 
of Shneidman's characteristics was of particular benefit in making a determination of 
suicide in cases of ambiguity. Plenzdorfs Die neuen Leiden des jungen W. is just such 
a case. Suicide seems more likely in view of the serial nature of his behaviour, his 
isolation, and the many relational clues in the text. The ability to demonstrate the 
various manifestations of suicide in human beings facilitated discussion of affective 
and conative clues, which go to the issue of motivation for suicide. 
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Part of the rationale for conbing the period to be studied to the time before 
reunScation is based on the knowledge that conditions within Germany change 
significantly, however unquantifiable these changes still are. It is possible that many 
issues observed in this study will persist, but it is likely that certain facts will change. 
An example of one change has been observed in the destabilization in the GDR and the 
ensuing anomic" situation (Wedler Remarks 82). Wedler states: 
. . . the economic situation has worsened in large parts of East-Germany, 
combined with growing unemployrnent. Even when this economic 
depression WU be terminated after a more or less short period, it may 
result in psychopathological reactions in a population without 
experiences with liberal western Mestyle, when living under the 
condition of totalitarianism for about 60 years. (Remarks 82) 
The political polarization between the east and west can no longer be spoken of or 
written about in such defmite terms. The codkontation between the individual and 
socialist state evident in the novels of the GDR no longer exists, and with its 
disappearance the change in literary production and the very role of literature in 
society. The issue of reuniîication and ideological division between the two German 
states, evident in the novels of the FRG by Koeppen and Heidenreich, have been 
redefined and post-Wall novels are delimited in terrns of reintegration and alienation 
within a unified Germany. 
' "Anomic" is a term developeci by Durkheim. which refers to "the failure of the person CO adjust to 
sacial change" (Clrollman 3 1 ) .  
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If writing about suicide is undertaken for prophylactic reasons, then one might 
say that literary suicide has an instrumental function for the writer, because it acts 
catharticdy in purging the writer of his suicidal tendencies. In the case of Heinrich 
von Kleist5 and Klaus Mann this function proved of limited value. But what of the 
suicide theme in works of fiction whose author is not suicidal? It would seem 
reasonable that for al l  literary works, and indeed a l l  works of art which contain the 
theme of suicide, there is some lasting expressive meaning, which is realised when the 
work is interpreted, in this case by the reader. The theme of suicide, which represents 
a protagonist's confrontation with something, is validated or rejected by the reader. 
As Hofer has suggested in his opinion about the outsider, an image is presented 
against which the interpreter measures his own attitudes to a given subject. This 
discourse or dialogue makes literary suicide different fkom actual suicide, in that 
suicide can be contemplated without the need to actually sacfice He. Instead, one 
sacrinces the idea of life. Actual suicide can, of course, be expressive (Wood). One 
need only remind oneself of the suicides at  Stammheim described in Heidenreich's 
novel, and the suicide of the Reverend O. Brüsewitz in protest against the GDR's 
church policies (Hellwig 488; "Diktatur" 36). The present study shows that the theme 
of suicide in the novels examined is clearly comected to political and social conditions 
within Germany. It has also been demonstrated that, although certain aspects of the 
depiction are common to both the GDR and the FRG, the two states varied in some 
In her dissertation entitled "Die Darstellung des Suizids in der deutschsprachigen Literatur seit 
Goethe" (1992). Cabriele Adler discusses evidence of Kleist's suicidal tendencies in his letters. his Priw 
Friedrich von Homburg (182 1). and his Penthesilea (1807) (9'7- 10.3). 
200 
ways as weU, a conclusion that offers insight into the way in which the fundamental 
question of death is affected by political and social conditions. 
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ABSTRACT 
The Level of Organizational Effectiveness of The (ICI) Construction Am:  
A Multivariate Model-Based Prediction Methodology 
The assessment of organizational effectiveness represents a crucial step in the 
improvement process of the firm. Given the lack of consensus in its definitions and the 
various theoretical models and approaches that can be used to study and mode1 
organizational effectiveness, it is important for the vaiidity of assessment that the 
methodology used to be linked to a suitable theoretical approach. The linkage must provide a 
theoreticai basis for identi@ng the important organizational characteristics in the domain of 
effectiveness of the type of firm undergoing the assessment. This would ensure that the 
developed assessment methodology cm be generalized to other sirnilar fims of the same 
type, rather than being organization or firm-specific. 
Most existing methods of assessing organizational effectiveness in the context of the 
constxuction finn tend to be organization-specific- Most utilize a project-dependent approach 
where assessment is typicaily performed after the cornpletion of projects and effectiveness is 
assessed by the ability of the construction firm to achieve specific goal or goals that relate to 
time of execution, costs of cornpletion, quality of finished work andor a certain level of 
productivity. Project indicators, when used in the assessment of organizational effectiveness 
are crude at best. In certain instances, using these as indicators of effectiveness could be 
misguiding due to overiooking or not considering the particulam of each project performed 
by the construction firm. 
Using the level of productivity by the construction firm as a comrnon criteria of 
effectiveness suffers from many theoretical and rnethodological deficiencies. Both project 
indicators and productivity-based methods use indirect assessment. This yields very little 
information about the levels of important organizational charactenstics that actually idluence 
organizational effectiveness in the construction firm. An approach that incorporates the 
assessment of the important organizational attributes in the domain of effectiveness, based on 
and linked to an appropriate theoretical model, would give the construction firm a valuable 
and practical tool for monitoring its level of effectiveness. 
A configurational perspective of organizational analysis and the competing values 
approach toward studying and modeling effectiveness critena are identified in this research as 
most appropriate to be used to develop a vaiid assessment methodology for the construction 
firm, as it pursues suitable organizational configurations in its quest for effectiveness. The 
study of effectiveness' domains and dimensions, in the four ideal configurations of the 
competing values approach, helped in identieng criteria that are most relevant in examining 
the organizational effectiveness of the construction finn. These criteria are grouped into four 
general categories of organizational characteristics: structural context of the firm; 
organizational flexibility, niles and regulations; person-oriented processes in the firm; and 
organizational strategy means and ends used by the firm. Based on these categories, fourteen 
organizational variables are identified to form a basis on which a project-independent method 
of assessing effectiveness is developed. It is the hypothesis of this research that measurement 
of the level of these variables in the construction firm can yield a valid prediction of its level 
of organizational effectiveness. 
To develop a yard stick against which the levels of the hypothesized variables c m  be 
measured, thei: ideal levels in an effective organizational configuration must be determined 
empiricdly. A field survey based on self-adrninistered questionnaires was canied out to 
collea data fiom firms operating in the institutional, commercial, and industrial (ICI) 
construction sectors of the industry in Saudi Arabia. Data collection was based on 
measurement scales for the identified variables which were constructed and tested for 
reliability of use. Using the level of past project performance of the construction firm as a 
referent measure of organizational effectiveness and data pertaining to the fourteen variables, 
led to the development of a predictive multivariate linear model with five significant 
variables: organizational attitude toward change, level of multiple project handling ability, 
strength of organizational culture, level of workers' participation in decision making, and 
level of planning by the constmction firm. The model is validated with a level of accuracy 
that makes it suitable for use by management of the construction firm to achieve a reliable 
prediction. Based on the findings of the study, a number of recommendations are made 
regarding assessment of organizational effectiveness and the natural shift in levels and types 
of effectiveness criteria that are possibly pursued by the firm during its life cycle as it changes 
from one configuration to another. 
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CHAPTER (1)- INTRODUCTION 
1.0. INTRODUCTION 
There are many environmentai and project factors that affect the performance of the 
construction fim and which, one could argue, fa11 outside the immediate control of the firm's 
management. However, organizational characteristics that fall under the control of 
management and which represent how the constmction firm organizes itself in response to its 
environmental challenges, is most crucial in detennining consistency of performance from 
project to project and ultimately survival. 
The environment of the 1970s in Saudi Arabia and the early 1980s was characteriseci by 
high stable growth rates in construction output. This rapid growth stemmed from the level of 
public investment in infiastructure projects and houe building. Construction firms used whatever 
experience they had to identify markets to which they were most suited. Market specialization 
occurred, not as any pre-meditateci strategy, but rather through the firm's experience to identiQ 
projects which were successfùl for the firm. Organizational effectiveness was dictated by intemal 
- .  
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efficiency rather than the exterd  ettvironrnent because of the ceriainry thaî markets wodd not 
change dramatically. Little need for reference to the extemai environment Most h m  focused on 
cost as a prime indicator of eff ieness.  Starting in the mid 1980s danands plurnrneted to a low 
level that was not anticipated- as the price of oil barre1 sold for almost $40 US was sehg for $9. 
In these conditions, construction firms struggled to cope with the new uncertainties and low 
demands. Many did not d v e  the acute &op in dernand, whde some changed and developed 
market strategies that were detrimental to their continued sumival. F i  could not focus on costs 
alone any more. They had to cornpete within the contact of a broad market base. So flexibility was 
in and focus was out. Decisions to vertically integrate in the 1970s were reversed and firms 
divesteci thernselves 50m parts considered outside their core activity. The stmtegy of steady 
intemal expansion was no longer an option. Many firms developed a wait- and- see- attitude. 
- In the fkst haif of this decade, the Saudi construction indusûy witnessed a volatile market 
demand (acute drop in demand during 1990 and 1991, a recovery and a steady increasc und 1994 
then an abrupt decline in the last two years), wer Uicreasing clients' demands for top quality of 
constnicted product, increasing complexity of building projects, the move away fiom traditional 
f m s  of building contraas, lack of skilled labor, increasing international cornpetition on the home 
fiont by overseas fimis, and the advances in new technologies. ûniy those firms that pursue and 
maintain higher levels of organizational effectveness wili be able to address these challenges in the 
ftture and will be able to grow, and maintain e E d v e  performance to ensure continueci survivai 
weli into the friture. 
The level of organizational efféctiveness of the construction fim is mainiy determineci 
. . 
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The level of organizational effectiveness of the construction firm is d y  determineci 
by orgamzational structure. strategy. and cultural Eictors. These b o n  influence the adaptation to 
the environment of the construction Uiduw. in terms of organizational stnicture, a large 
percentage of construction fimis are of the owner-manager type. highly hierarchical and 
hctional in nature, and follow command and control type of structures. Coordination and 
control is based on a hierarchical sequence that supervises performance throughout the 
structure. However, some firms, in an effort to increase their organizational effectiveness. 
employ a matrix form of structure to accommodate the handling of multiple construction 
projects simultaneously. Communication in construction firms is fiequent and informai and 
depends on the culture that exists in the fim. bureaucracy is not well established due to the 
small size of the average fim. To render their s e ~ c e  successfùlly in project organizations. 
constmction firms adopt stnictures that c m  be adjusted to suit the nature of their contractual 
relationship in construction projects with other construction firms. Contractuai relationships 
influence the organizational effiveness of construction firms when forming a project organization 
(Le. generai contracting, sub-contracting, joint-venturing, partnering, alliances. and consortiums). 
These relationships are dynamic and could last the whole project or part of it. These relationships 
result as a consecpence of how the dierent types of fims in the industry organize to procure 
services and deliver the constmcted product. 
Construction fim structure. establish cultures, and strategize themselves to play a part in a 
cornplex process that involves a -ety of steps and participants. This process has an enormous 
influence on how the construction firm organizes to deliver performance especiaiIy in today's 
Chm. (1)-lirtrodi~ction * 4 
environment where cornplex systems are being incorporated more and more into the 
construction process and construction risks are escdating to a higher level every &y. Poor 
organkational effhveness lead construction finns, unknowingiy, to build inefficiency into 
their construction projects. These fisctors make construction fimis fàce increasing uncenainty 
and ambiguity in their environment. To overcome these situations, the construction firm must 
control its risks by improving its organizational effeaiveness. A fiindamental task of control 
and improvement is measurement. This is advocated by most recently emerging management 
strategies aich as Total Quality Management (TQM) , Rengineering, Partnering, and ISO 
Therefore, it is cleady becomuig essenthl for construction firms to deveiop valid rnethods 
of assessing and prediaing their level of organirational effdveness. Utiiiang a valid assessrnent 
method will &le construction fims to maintain their effectiveness and, hence, achieve projects' 
performance consistency. 
1.1. THE RESEARCH PROBLEM 
Organizational characteristics drive the interna1 and extemal interactions of the 
construction firm and are primary determinants of its pdorrnance. One of the prime reasons 
that a firm is able to maintain and improve its performance is its ability to measure. and adjust 
its organizational effectiveness, to suit its environment. However, in their quest for sirnplicity 
of use, management of most construction firms use only projects' outcome indicators as a 
measure for their organizational effectiveness. Projects' outcome indicators such as the level 
I 
of achievement of specific goals that relate to projects' costs and duration andior the 
achievement of certain levels of profit. 
These indicaton by themselves do not capture ai1 the saiient attributes of 
organizational effectiveness and only serve as m d e  predictors of the level of organizational 
eifectiveness. Furthemore, in certain instances these indications are inaccurate and 
misleading. Just being within budget does not mean that the construction firm was eff'ively 
organized or detemine whether it s u d  or M s .  
The main purpose of this research is to develop a vaiid quantitative assessment 
methodology, that is based on appropriate theoretical and organizationai analysis bais and 
that cm be used to predict the level of organizational effectiveness in the construction finn in 
a simple and valid acceptable manner. 
1.2. RESEARCH O R T E ~ I V E S  
Improvement of orgMzational effectiveness is not a cure-all sold to an organization or 
a firm to solve its many ills by supplying a magic pill. Improvement in effectiveness must be 
seen as an effort designed to assist the finn in planning to change for the better. Knox (1992) 
discussed major goals for objectives and motives for any pursuits of organizational 
effectiveness assessment activities. These fall in line with the objectives of this research in 
providing a vdid assessment methodology and they are: 
1. To ultimately aid in improving performance and productivity of construction 
finns and maintaining their consistency fiom project to project. 
- - 
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2. To initiate more participative management techniques by increasing 
management sensitivity to factors underlying the organizational atûibutes that 
influence efféctiveness of workers and various groups to do the best work that 
they c m  for the firm. 
3. To improve quality of feedback information conceming the important 
organizational attributes that would help management in troubleshooting and 
adjusting the important organizational attributes to achieve higher levels of 
effectiveness. 
The achievement of these main objectives will lead to improved level of organizational 
effectiveness. To help in the achievement of these objectives, two strategies are considered 
whiledeveloping the proposed assessment; 
1. That the assessment must be based on a simple quantitative model or models 
for prediction of organizational effectiveness. The model must be based on 
vdid theoretical and organizational analysis basis in the context of the 
construction firrn. 
2. That the assessment must provide a prediction that is organihtionai process 
(organizational attributes) focused rather than construction produa oriented 
(project-dependent approach). 
- - 
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Given the negative management amtudes towards using complex wessment schemes, 
developing a simple rnodel will encourage its use and the regular assessment of efféctiveness. 
Deveioping a model that focuses on the organizational amibutes of the firm would make 
inroads into areas of improving the fim where, traditionally, suggestions to improve or 
increase effectiveness have been limitai to general statements such as reduce costs. improve 
productivity, etc. By exposing potential sources of ineffectiveness with respect to the 
organizational attributes considered in the study, the proposed methodology will help the 
management of the consmiction firm to evaluate their organization in a better fashion and 
make appropriate plans and strategy. 
1.3. RESEARCH METHODOLOGY 
The methodology starts with a comprehensive research review of the curent Iiterature 
that includes the various theoretical perspective of organizational effkctiveness; definitions. 
cnteria of measurement, approaches, and models used to understand and study organizational 
effectiveness; issues relating to developing assessment of effectiveness in light of the available 
approaches; and review of existing methodologies. The extensive r e ~ e w  lads to the 
identification of a suitable theoretical bais for the development of the methodology. The 
competing values approach and configurationai perspective in organizationai analysis are 
synthesized to formulate a basis on which to develop the desired prediction model. The 
competing values approach 
criteria that c m  be used to 
defines four ideal configurations, each with different effectiveness 
rate the effectiveness of the firm depending how close the finn's 
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characteristics resemble those of the configuration that it attempts to pursue in its quest for 
effectiveness. 
Effectiveness criteria is grouped in four general categories: structurai context; 
flexibility, rules and regulations; personsriented processes; and strategy means and ends. 
These categories are used to delineate fourteen variables that are hypothesized to predict 
organizational effectiveness of the consmiction firm. These include six variables in the 
category of structural context: level of subcontracting used by the firm, level of multiple 
projects handling ability, level of integration in seMces offered by the firm, level of 
coordination, level of information flow, and level of using contractual approaches such as 
joint-venturing, partnering, and alliances in project delivery. Four variables in the category of 
I 
flexibility, rules and regulations that include: organizational attitude toward change; level of 
using-rules and regulations; level of adherence to mies and regulations by management and 
workers, and level of organizationai processes' control. Two variables are included in the 
third category of persons-onented processes of the firrn: strength of organizational culture. 
and level of worken' participation in decision making. Finaily, in the fourth category of 
organizational strategy means and ends, two variables are included: level of planning by the 
firm and level of goal setting importance. 
In order to develop the assessment method, the relationship (model) that relates 
specific leveis of the identified effectiveness ctiteria and organizational effectiveness must be 
empirically determined. Therefore, a number of steps are performed. First, al1 of the 
hypothesized variables are to be operationalized and scales for their measurement constructed 
- .  
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and tested for reliability of use. Second, a referent measure for organizationd effectiveness 
must be constmcted to be used in the andysis and model building. Third, cross-sectional 
survey of a hornogenous group of construction fims will be camîed out to coiieci necessary 
data. Due to the k t  that construction firms pume dEerent levels of effectiveness critena 
(variables) during the different stages in their life cycle, a study of effectiveness bas& on a 
snap shot (cross-sectional study) survey of construction firms can only considers a 
homogenous group of firms operating at approximately the same stage of life cycle in order to 
generalize its findings. In order to collect the cross-sectional data needed for mode1 building 
and testing, data collection instruments in the form of self-administered questionnaires will be 
designed using the various constnicted measurement scales that will be constmcted. Fourth, a 
1 
field survey of targeted construction firms mua be planned and undertaken. In the survey, the 
constmcted questionnaires will be used to collect relevant data from both management and 
worken' levels in the construction tirm. Pifth, the collected data will be used in the analysis, 
development, testing, and validation of a multivariate prediction model. The model is based on 
linear modeling techniques of multiple regression using the various regression procedures to 
calculate a model which includes the most significant variables that are relatively easy to 
measure. Statistical data analysis and development of the multivariate regression model is 
handled through the use of a commercially available statistical analysis computer package 
called Statistical Analysis Systems (SAS). The package offers various regression procedures 
that will be used to fit and check the utility of developed model. Finally, the research will offer 
conclusions and recommendations relating to the developed model, its validity, and suitability 
- * 
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for use as a practical tool by the construction firm to assess its level of organizational 
effectiveness. 
1.4. SCOPE OF RESEARCH 
The research considers three levels in the structura1 hierarchy of the construction firm: 
the strategic level, the organizationai level, and the production level. In this research, the 
effeaiveness of the construction firm at the organizational level is targeted for analysis. There 
are many facton that Sec t  the overall eff'iveness of the construction firm. These include 
project specific factors and organizational factors. This research will concem itself only with 
the organirational factors that influence the performance of the construction firm. In addition. 
the research will target only those firms that are operating mainly in the Institutional. 
Commercial, and I n d ~ s t d  (ICI) sectors of the construction industry. No particular type of 
fim is selected. The term "firm" in this research is applicable to al1 types of construction 
companies. Hence, a firm could be a general contractor (GC), or any type of subcontractors. 
It could be a very large fim that penorms al1 AE and construction work or it could be a firm 
that performs only the mechanicd and electrïcai subcontracts. No limitation is put on size of 
work contract that are typically done by the firm or the size of the firm in this study or its 
volume of business. Finally and because of accessibility issues that relate to the nature of the 
group of firms that will be targeted by this study, data is collected fkom firms operating in the 
ICI sectors of the Saudi Arabian construction industry. 
. - .  
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1.5. Oü'i'LïNE 
The thesis is divided into an introduction, four major parts, and the appendices. The 
four major parts are arranged as folows: 
Part 1 : Identification and Development of A Theoretical basis 
Part2 Determination, Operationalization, and Measurement of Variables 
Part3 : Experimentation, Development, and Testing of Quantitative Models 
Part4: Conclusions and Recornmendations 
The sequence in which the chapten are recomrnended to be read is given by Figure 
1.1. The first part of the thesis that deals with identification and development of a theoretical 
basis for the proposed assessment is covered in Chapter (2) and the first section of Chapter 
(3). in Chapter (2). the following items are discussed and outlined in detail: the vanous 
theoretical perspectives on organizational effectiveness and their advantages and 
disadvantages; various critena of effectiveness and issues of using multiple and conflictictg 
criteria in the analysis and measurement of organizational effectiveness; the various 
organizational andysis methods and approaches and models used in the study of 
organizational effectiveness; issues in deveioping assessment methodologies; a detailed review 
of an existing methodology; and finally the chapter culminates with identification of an 
approach. Based on the review presented in Chapter (2), the theoretical basis and the various 
steps for the proposed methodology is discussed in the first section of Chapter (3). 
Figure 1.1: Fiowchart of  the Recommended Sequence for Reading Thesis 
The second part of the thesis that deais with determination, operationalization, and 
masurement of vanables, is covered in the reminder of Chapter (3) and al1 of Chapter (4) and 
the fmt section of Chapter (5 ) .  The remainder of Chapter (3) is devoted to the presentation of 
the fira step of the proposed methodology. This step mainly deals with identifjmg the various 
effèctiveness variables that are hypothesbed to predict organizational effectiveness of the 
construction firm according to the selected approach. Chapter (4) covers operationalization 
and measurements for the independent variables and the dependent variable of the study. Fust, 
- - 
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a referent measure for organizational effectiveness (dependent variable) to be used in the 
anaiysis. is constructeci. Second. the independent variables are operationalized The first 
section of Chapter (5) covers the design and construction of the questionnaires and a 
discussion of the various steps of a field survey that is carried out to colle*. necessary data 
fiom a number of construction firms. 
The third part of the thesis that deals with experimentation, data analysis, 
developrnent, and testing of the prediction model. is covered in the remainder of Chapter (5 ) ,  
Chapter (6) and Chapter (7). In the second part of Chapter (5) .  the planning and selection of 
field survey is discussed dong with procedures for the administration of questionnaires. 
Chapter (6) covers the discussion of methodology used in testing the reliability of 
measurement scales and data analysis. In Chapter (7) model selection, fitting, and validation, 
usingmultiple regression techniques, is detailed. 
Finally, Chapter (8) gives the conclusions made from the findings of the study and 
discusses implications and recommendations for further research, to generalize the use of the 
developed methodology to include other types of construction firms. 
CHAPTER (2)-LITERATURE REVIEW 
2.0 [NTRODUCTION 
The first part of this chapter discusses the various perspectives of organizational 
effectiveness provided by the major theories of organization. The second part gives a 
comprehensive review of organizational effectiveness, criteria used for its measurement, 
approaches and models used by researchers to understand and examine effectiveness. The 
third part examines currently used and recently developed methodologies to assess 
organizational effectiveness of the construction firm. 
2.1. THEORY AM) EFFECTIVENIESS 
The study of organizational effectiveness represents an important part of organization 
theory. There are various views of organizations advanced by different theorists that compete 
for the attention of researchers, each has its strength and weakness. In general, the theoreticai 
evolution of organizational effectiveness parailels that of the evolution of thought about 
organizat ions. 
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Several reviews of the history of general organizational theories serve as a backdrop 
for a discussion of the evolution of theory regarding organizational effectiveness. Perrow 
(1986)' Scott (1992)' Hall (1987), and Whetten and Cameron (1994) each discussed the 
"progression of thought in the field of organizational effectiveness. Perrow grounded his 
analysis in Weber's bureaucratic rnodel-arguing that subsequent views of organizations were 
largely attempts to elirninate perceived weaknesses, or to accentuate the strengths, of this 
perspective. Scott organized his review around three perspectives of the organization: rational 
systems, natural systems, and open systems. He argued that the field has basicdiy evolved 
through a senes of stages, in which each of these systems' view dominated contemporary 
organizational theory. Hall organized his overview using a different set of organizational 
categories: structures, processes, and outcomes. Whetten's and Cameron's review of the 
history of theoretical thought on organizational effectiveness was organized dong a time 
continuum of the different penods when the various organizztional theories were emerging. 
This review of the history of theoretical thought, regarding organizational effectiveness, draws 
on these. 
2.1.1 Classical Perspective 
The earliest models of organizational effectiveness emphasized models of organization 
that focus attention on salient or distinctive attributes. Some theorists, aiso known as the 
classicai school, developed universai principles, or models, that would apply in dl situations 
and treated organizations as closed systems. Weber's (1947) characterization of bureaucracies 
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is the most well known example. Weber's "rational-legai" fom of organization was 
characterized by bureaucratic authority in the organization that control the organization 
through hierarchicaily stnictured positions in order to achieve effectiveness. Organizational 
effectiveness was related to decisions based on niles and regulations, equal treatment of al1 
workers, separation of the position from its occupant, staffing and promotions based on skills 
and expertise, specific work standards, and documented work procedures, including 
fomaliztion of procedures, specialization of work, and centralization of decision making 
(Hall, 1963; Pnce, 1968). Early applications of the bureaucratic mode1 to the topic of 
effectiveness argued that efficiency was the appropriate measure of organizationd 
performance. Given this performance criteria, the closer an organization was modeled afler 
the typicai bureaucratic charactenstics (e.g., specialization, formalization, centralization), the 
more effective (i.e., efficient) it was. 
One of the principal drawbacks of classical theorists is that they tend to treat al1 
organizations as machine-like closed systems. Therefore organizational control and, hence. 
organizational effectiveness cm be achieved by division of work and establishing Iines of 
authority and discipline. Influence of the extemal environment is not recognized. As a resuit. 
su bsequent models of organizations began to challenge these assumptions. 
2.1.2. Human School Perspective 
The classical view of organization was later chailenged by some theorists who 
advanced the social nature of organizations that were, consequently, referred to as the 
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'human-relation' school. These theorists view organizations as made up of both tasks and 
people and represent a human counterpoint to the classical machine view of the organization. 
An example of this is the work by Barnard (1938) which challenged the classical theories' 
view that authority flowed fiom top down. Barnard proposed that management's role in 
achieving effectiveness was to facilitate communication and to stimulate subordinates to a 
high level of effort. An example of the human-relation school is participative decision making 
principles, which emerged fkom McGregor's (1 960) Theory X- Theory Y and which promotes 
the creation of responsible jobs for workers and developing good group or team relations. 
An effective organization fkom this perspective, therefore, needs to satisQ the needs of 
its workers by providing adequate inducements to sustain their required work contribution. It 
must also insure that the workers' actions are controlled by goals and decision making 
processes 
2.1.3. Open-Systems Penpective 
The problems associated with the closed system perspective of the organization led 
Ashby (1956) to view organizations as open systerns that continuously exchange resources 
with their environments, importing various inputs that are then transfomed with the aid of the 
organization subsystems and processes, into goods or services that are exported to the 
environment. Ashby formulated what he called the "law of requisite variety". It proposes that, 
in order for the system Le., the organization or any of its subsystems to be effective, variety 
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generated by the system or 'regulatory variety' as described by Beer (1974), has to equal or 
correspond to the variety generated in the intemal and extemal environment of the system. 
Katz and Kahn (1966) described the advantages of an open-system perspective in 
examining the relations of an organization with its environment, in order to be effective and 
survive. The open system perspective provides a general model of the organization that c m  
guide the study of organizational effectiveness (Dafl, 1983; Katz and Kahn, 1978; Nadler and 
Tushman, 1988). The main elements in the model are inputs, throughputs, and outputs. Inputs 
include al1 resources obtained fiom the external environrnents and used in the creation of 
outputs. Throughputs or transformations are activities that are performed on the inputs by 
social and technologicd components or subparts that include people and methods of 
production. Outputs include what the organization transfers back to the externai environment. 
The environments includes al1 the external organizations and conditions that are directly 
related to an organization's main operation and its technologies. The systerns perspective of 
effectiveness implies that if any one of the organization's subparts performs poorly, it will 
negatively affect the performance of the whoie system. A systems view of organizations looks 
at factors such as relations with the environment. This is to ensure continued receipt of inputs 
and favorable acceptance of outputs, and the tlexibility to respond to environmental changes. 
Nadler et al (1992) advocated an emerging management tool which they called 
Organizatiorial Architecttïre. They proposed an organizational mode1 that underlines the 
importance of achieving two types of fils in order for the organization to achieve 
organizational effectiveness; an intemd and an external fit. An adapted model for the 
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construction firm is shown in Figure 2.1. According to the modei, effectiveness is driven by 
threefirs in the organization interna1 and external environment; the ititenralfir or congruence 
among the four components of work, people, informal structure and process, and forma1 
organizational arrangements; the strategc or itrtenral-exrenrnl fir between strategy and work 
where organizations have to find the nght combination of people, formai organization, and 
informai organization that meets the needs of the strategy; and a strategy-orgnnizatio~~ or 
exlemal fit  in order for the organization's business strategy to meet the demands of the 
external environment and achieve its purpose. 
They concluded rhat there are very few universally good approaches to organizational 
architecture. Different ways of organizing will be more or less effective for different contexts, 
for different technologies and for different people. 
[niemal Fit 
. . . . . . . . . . .  
1 
1 -1 
Figure 2.1: The Congruence ~ o d e l '  
' adapted from Nadler et al  (1992) Organirational Architecture. Jossey-Bass Publishen. pp. 54 
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2.1.4. Con tingency Theory Perspective 
This perspective argues that effectiveness is not a function of the extent to which an 
organization reflected the qualities of a specifïc ideal profile, such as Weber's bureaucracy, 
but, instead, it depends on the match between an organization's profile and environmental 
conditions. The challenge for contingency theorists was to ident* the relevant environmental 
and organizational dimensions and to build theories of 'fit' between them. 
Contingency theory started with Simon (1958) who argued that classical theories 
were just proverbs that contradicted themsehes and that in order for organizations to achieve 
effectiveness, they should study the conditions, or the environment, under which the 
administrative principles proposed by the theories were applicable. Contingency perspective is 
embedded in open systems theory because it proposes that the effective design of 
organizational structural parameters (such as job speciaiization, unit size, centralization, etc.) 
are contingent upon, or iduenced by, the various charactenstics of its environment. These 
include complexity and stability; the age and size of the organization; the technical system 
(technology) used for production; and its power system, for example, who controls the 
organization. 
Many contingency theorists have investigated environment-structure relationships and 
have identified many types of environments and effective organizationd structures that best 
suit these types. Burns and Staiker (1961) defined organic and mechanistic types of 
organization and argued that mechanistic organizations (those that resemble Weber's 
bureaucracy) were best suited for highly stable and relatively simple environments. In contrast, 
C h a ~ .  (2) -Literatrrre Re view 2 1 
organic organizations (those high on Bernard's characterization of the organization) were 
better suited for rapidly changing, highly complex environrnents. Woodward (1 965) discussed 
the importance of technology in determining effective organizational structures. Lawrence and 
Lorsch (1969) and Pugh et al (1969) studied congruence between organizational and 
environmentai dimensions. 
The d i c a l  difference between bureaucracy and contingency theory thinking is that the 
former assumed that "one size fits di". That is, effective organizations were distinguished by 
their fit with a universal set of characteristics or one ideal type. In contrast, contingency 
theonsts argued that effective organizations matched their profiles with prevailing 
environmental conditions 
2.1.5. Institutional -Political Perspective 
Dunng the late 1970s. and early 1 %Os, thinking on organizational effectiveness 
entered another perspective. This perspective draws attention to the various stakeholders, or 
constituencies, in the intemal and extemal environment around the organization (Pfeffer and 
Salanick, 1978; and Connally et al, 1980). Stakeholders are groups, or individuals, afTected by 
the organization performance, who seek to influence the organization to satisfy their goals. 
This perspective proposes that an effective organization is the one that best satisfies the 
demands of those constituencies in its environment frorn whom it requires support for its 
continued existence. As a result of t heir divergent interests and goals, constituents advocate 
different ways of judging effectiveness. 
Chup. (2)-Literntzrre Revicrw 22 
This perspective is very similar to the systems view of the organization because both 
consider interdependence, but this perspective is not concemed with all of the organization's 
environrnent. It has a different emphasis. It seeks to consider only those in the environment 
who can threaten the organization's immediate suMva.1. 
There are a number of theoretical and methodological difficulties related to this 
perspective of effectiveness. The major difficulty is concerned with whose preferences should 
be weighted first or most heavily in reaching a judgment of organizational effectiveness. Other 
issues related to this topic are discussed in more detail in the coming section that deals with 
approaches modeled after this perspective. 
2.1.6. Configurational Perspective 
Another perspective that considers organization-environment relationships is the 
organizational configurational theory. This theory seeks to understand effective organizational 
forms over the life cycle of organizations (Hannan, 1991). This is similar to the population 
ecology theory of organizations. Udike other theones where the unit of analysis ranged from 
the individual to the organization. this theory considers populations of organizations (Evan, 
1993). Population ecology theory views the principal source of organizational change to 
achieve effectiveness is not adaptation or strategic choice by decision maken but rather by 
environmental selection. New organizational foms evolve and, if they fit a niche, are selected 
by the environment. 
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Traditional contingency theory, according to Miller and Freisen (1984), found that 
organizations must change their intemal attributes, structures, strategies, and processes, to 
cope with changes in the environrnent. They argued the case for studying configurations, or 
forms, of organizations to determine effective ones, rather than linking individual attributes to 
effectiveness, by asking the question " what form does the intemal change in these attributes 
take in response to particular changes in the environrnent?" They discussed two choices that 
the organization has: either the organization can try to keep up with changes in its 
environrnent by changing itself in piecemeal and perhaps incremental fashion and, by doing so, 
maintains an environmental fit at the expense of intemal consistency or configuration; or it can 
delay transition until absolutely necessary, thereby, maintaining internal consistency and 
configuration, but at the price of worsening environmental fit. 
Furthemore, they argued that organizations opt for intemal consistency, or stable 
configurations, as long as possible for reasons that include: environmental change can 
sometimes prove to be ternporary and, therefore, it is sensible to delay reaction to it; internal 
changes are costly and, therefore, it will be resisted, especially when a successful integration 
of structural and process attributes have been achieved; and, finally, that successful 
organizations are never sure of the attributes that lie at the roots of their success and. thus, 
would avoid tampenng with their tried and successful configuration. Usually, adaptation is 
avoided until a major threat is perceived because change must eventuaily corne. They 
concluded their argument by proposing that in the face of worsening environmental fit, 
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organizations opt for totally new configurations, changing al1 their attributes drastically rather 
than piecemeai attributes' changes. 
According to Miller and Freisen, a configuration refers to a multidimensional 
constellation of conceptually distinct characteristics that cornmonly occur together. 
Organizations have nurnerous dimensions of environments, processes, practices, beliefs, and 
outcornes, ideologies, groups, members, and gestalts. Configurations may be represented in 
typologies developed conceptually or captured in taxonomies that are derived ernpirically from 
these numerous dimensions. 
Organizational approaches that are based on configurations, typically identify multiple 
ideal types of organization that c m  be pursued during the various life cycle stages of the 
organization t O maximize organizational effectiveness. These approac hes rnay be interpret ed 
either as restricted to the initial ideal types posited by theory, or as allowing hybridization 
among these ideal types. A constraint on the set of effective organizational forms is the 
presence of contingency factors that determine the ideal types of organization that a real 
organization must resemble, to be maximally effective. When contingency factors are not 
identified, the organization may adopt any one of the ideal types defined by the particuiar 
theory and still remain effective. When the important contingency factors are identified, 
however, the f o m  that an organization cm adopt to be maximally effective may be restricted 
to a single ideal type. Thus, certain configurations of contextual factors may restrict the 
selection of structures, strategies, or both. 
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Miller and Freisen cited studies that uncovered effective configurations, or forms of 
organizations, such as: Burns and Stalker's (1961) that found "mechanistic" structures in 
firms dealing with fiable environments and "organid' structures in fims found in dynarnic 
environments; Lawrence's and Lorsch's (1969) that found similar structures in firms facing 
simple and stable environments, and firms facing cornplex and dynamic environments; Miles 
and Snow's (1978) which classified organizations into four types, the prospector, the 
analyzer, the defender, and the reactor, based on their strategies, structures, and managerial 
styles; and, finally, Mintzberg's (1979) which discussed the effective structuring of 
organizations into five configurations. These include: the simple structure where the force of 
direction that the various activities of an organization take to achieve a common goal and 
results in the entrepreneurid form when this force dominates an organization; the machine 
bureaucracy, where the force for efficiency becomes dominant and atternpts to ensure a viable 
ratio of benefits gained to costs incurred; the professional bureaucracy, where the force of 
proficiency is dominant and makes organizations carry out tasks with high knowledge and 
skill; the divisionalized fom, where the force for concentration helps concentrate efforts on 
serving particular markets; and the adhocracy fom, that develops in response to an overriding 
need to innovate a new product. 
The study of organizational effectiveness according to configurations, or forms, is 
justified in attempting to understand cornmonalties in organizational characteristics across 
organizations that make them effective. Dotty et al (1993) suggested that based on how close 
the characteristics of the organization are to that of an identified effective configuration or 
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hybrids of identified configurations determines how effective it is. According to Meyer et a/ 
( 1993), organizations are driven toward configurations in order to achieve consistency in their 
charactenstics and rather than trying to do well on everything, effective organizations 
concentrate on effective configurations and try to brhg their elements into line with these 
configurations. They added that configurational inquiry represents a holistic stance, an 
assertion that the parts of a social entity take their meaning fiom the whole and can not be 
understood in isolation. Rather than trying to explain how order is designed into the parts of 
an organization, configurational inquiry tries to explain how effectiveness emerges tom the 
interactions of those parts as a whole. 
A configurational approach, that models organizational effectiveness criteria that could 
be pursued by organizations, has been proposed by Quim and Rohrbaugh (1983). The 
approach is called the competing values approach. It identifies ideal configurations, or types, 
based on dominant values of structural context, focus, and strategic means and ends. An 
organization can pursue the values of these ideal configurations and, depending on how close 
it is to these values, determine its effectiveness. This approach represents the backbone of the 
methodology developed in this research and will be discussed in more detail later in this 
chapter. 
2.1.7. Paradoxical Perspective 
The view that organizations are simultaneously pulled in opposite directions by the 
preferences of multiple constituency led Quinn and Rohrbaugh (1981) and Quinn and 
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Cameron ( 1983) to introduce the Competing Values Model of Organizational Effectiveness. 
This mode1 recognized the inherently paradoxical and, sometimes, conflicting nature of 
organizational life. Management must not oniy make tradeoffs between day-to-day competing 
demands on the organization resources, but, more importantly, it rnust balance competing 
characteristics regarding the core identity of the organization and how it fùnctions. 
Frorn this perspective, effective organizations are both short-term and long-tem 
focused, flexible and rigid, centrdized and decentralized, goal and resource control oriented. 
concemed about the need of members and the demands of the customers. This view 
represents the natural, logical extension of earlier perspectives on organization. It borrows 
from contingency theory the emphasis on matching extemal and intemal attributes. Like the 
multiple constituency perspective, it allows various conflicting or paradoxical cnteria for 
measuring effectiveness. In a sense, the paradoxical perspective can be viewed as a more 
complex form of its predecessors. It allows for the likelihood of organizations operating 
simultaneously in different environmental domains, with each domain conveying different 
expectations. Whereas contingency theory assumed a single domain, for the sake of matching 
organizational and environmental characteristics, the extension provided by this perspective 
allows for multiple domains requiring multiple, simultaneous, and inherently contradictory 
matches. 
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The evidence supporting the paradoxical perspective of effectiveness is summarized by 
Cameron ( l986a)' : 
" It is not just the presence of muîually exclusive opposites that rnakes for effectiveness, 
but it is the creative leaps, the flexibility, and the unity made possible by them that 
Ieads to excellence. The presence of creative tension arising fiom paradoxical 
attributes helps foster organizational effectiveness" 
Proponents of the paradoxical perspective use these conclusions to argue that effective 
organizations are not those that simply match a universalistic model, nor are they 
characterized by hyper-responsiveness in juggling competing constituency preferences and 
demands. Instead, effective organizations are characterized as hybrid foms or configurations, 
consisting of codicting and uncornplimentary elements. They are both large and small, both 
growing and downsizing, and both tightly controlled and flexible. 
2.2. DEFINITIONS AND CRITERIA OF EFFECTIVENESS 
Hia (1988) discussed the measurement of effectiveness and its importance in the 
creation and design of effective organizations. Steers (1975), described the measurernent of 
effectiveness as one of the most problematic issues in the field of organization theory. 
Zummato (1982), also pointed out that assessrnent of effectiveness has proven to be one of 
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the more intractable problems in study of organizations. Many researchers have offered a 
van-ety of models for examining effectiveness based on the various perspectives discussed, yet 
there is little consensus as to what constitutes a valid set of effectiveness criteria (Cameron, 
1986b; Lewin and Minton, 1986). According to Das (1990). the definitions and, consequently 
the cnteria and approaches employed in evaluating effectiveness, are various and, in some 
instances, paradoxical, as show by the variability in the following definitions: 
1 .  Georgopoulos (1957). referred to it " as the extent to which an organization as a 
social system, fùlfills it's objectives without incapacitating it's means and resources 
and without placing a strain upon it's members" 
2. Etzioni (1964), defined it as the degree to which an organization reaiizes its goals 
3.  Yuchtman and Seashore (1967), defined it as the ability of the organization, in 
absolute or relative terms, to exploit its environment in the acquisition of scarce and 
vaiued resources. 
4. Goodman and Pennings (1977), suggested that organizations perform effectively if 
relevant constraints imposed by the constituency of the organization cm be satisfied. 
5 .  Hannan and Freeman (1977), defined it as the degree of congruence between 
organizational goals and observable outcomes 
6. Pnce (1982), defined it as "the degree of achievement of goals and observable 
outcomes" 
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7. Miner (1988), defined effective organizations as those that receive inputs, transform 
them into outputs, export them to the environments, monitor the changes in the 
environment S. and t ake corrective actions to ensure their survival . 
8. Ro bbins (1 990)' defined organizational effectiveness as the degree to which an 
organization attains its short-term and long-term goals, the selection of which reflects 
strategic constituencies, the self interest of the evaluator, and the life stage of the 
organization. 
Organizational effectiveness, as a construct, is conceptudiy very cornplex, and so must 
be its definitions. Closely related to the term effectiveness is the term efficiency. Efficiency is 
the amount of resources used to produce a unit of output. It refers to, and cm be measured 
as, the ratio between an organization's resource inputs and its outputs. An organization that 
uses less resources to produce a unit output is deemed more efficient than one that uses a 
greater volume of resources for producing the sarne output. Some researchers use efficiency 
to measure effectiveness. Can an organization be effective without being efficient and vice 
versa? There are organizations that have inefficient systems, yet these organizations manage to 
achieve their goals. In the same way, it is possible for an organization to produce the wrong 
output efficiently. A good example is an organization which produces efficiently. but given 
market conditions and customer preferences, the wrong products are produced. It is possible 
to judge an organization as efficient when it is ineffective and vice versa. Therefore, 
effectiveness is distinguished from efficiency. 
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Tt is apparent that a variety of thoughts exist as to what constitutes organizational 
effectiveness. This is reflected by the number of variables that are being used as indicators of 
effectiveness. Campbell et al (1977) and Steers (1975), found many variables that can be 
categorized into four types. As shown in Table 2.1, these include: economic indicators such as 
profit, growth in sales or business volume; technical indicators such as productivity, quality of 
products and services; organizational indicators such as organizationai flexibility and 
adaptation to changing environment, organizationai control quality, stability; and finally, social 
indicators such as turnover rate, absenteeism rate, satisfaction levels, degree of conflicts 
between units in the organization, and workers' involvement, morale, and participation. No 
doubt, these various criteria are due to the diversity of organizations. Al1 of these critena 
cannot be relevant to every organization, and certainly some must be more important than 
others. 
It is clear that al1 effectiveness criteria or domains are derived kom different images of 
preferred organizationai states and reflect divergent assumptions about the conditions that 
promotes these states. Harrison (1994) grouped and classified these domains or critena used 
to rneasure effectiveness into three types. These are: output-goals, intemal systems state, and 
adaptation and resource position (Table 2.2). 
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Table 2.1: Categones Of Indicators Of Effectiveness 
-- -- - -- - 
Category Examples of indicators 
Economic cost, profit, growth, efficiency, productivity 
Techicai quality of product (number of defects), quality of 
service, number of accidents 
Organizational flexibility, adaptability, readiness, quality of 
control, stability, managerid task skills, 
managerial interpersonal skillg goal consensus 
communication 
Social satisfaction, conflict, cohesion, morde, 
motivation, involvement, participation, turnover, 
absenteeism, evaiuation by external entities, value 
of human resources 
The output-goal criteria as will be explained in the next section, correspond to many of 
the specific targets toward which the organization strives. They are sornetimes expressed in 
terms of the success or failure to achieve a particular end, such as: the completion of a huge 
project contract within costs and on schedule; winning a certain percent of al1 bids entered; 
achieving 12 percent markup in al1 projects completed. Effectiveness criteria, dealing with 
output goals, are most useful when goals are defined in terms of clear, measurable objectives 
and members of the organization agree on the meaning and importance of these goals. Many 
of the cnteria in the second type in Table 2.2 refer to organizational States and processes that 
can contribute to the achievement of output goals. Adaptiveness and resource-position criteria 
are especially relevant for organizations facing rapidly changing environrnents. 
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Table 2.2: Effectiveness Criteria 







Goal-attainment succes s /~u re  
Quantity of outputs produc tivity (units produced); Profits 
Quality of outputs # of rejects, complaints, customer satisfactions 
Productionl SeMces Costs Efficiency (ratio of outputs to costs), waste 
Human outcornes worker satisfâction, motivation, work effort, safety 
Consensus/Conflict agreement on goals, cohesion, cooperation withui 
and among units. disputes 
Work and uiformation flow smooth flow of work processes & information 
interperson relations/Culture level of trust, openness of communication 
Participation workers' participation in decisions affecthg them 
Fit compatibility of requirements with systclns parts 
Resourcequantity site of organization ( workers, cash, assets), 
resource flows (hvestments) 
Resourcequdity hurnan capital (worken' experience and training) 
Legitirnacy cornpliance with standards of regdatory agencies 
Competitivd Strategic market share, size and volume of business rank 
Position among competitors, reputation in industry 
Impact on environment ability to shape behavior of customers. suppliers 
and competitors 
Adap tiveness flexibility 
imovativeness quality of new p roducts, services, procedu res, 
incorporating new technologies & mgmt pnctices 
Fit compatibility of intemal system elements with 
reqmts and constraints of c.uteml environments 
2.2.1. Conflicts Among Effectiveness Criteria 
A close inspection of Table 2.1. and Table 2.2 reveals many contradictions, paradoxes. 
and tensions among the criteria listed. For exarnple, growth is usually taken as an indicator of 
an organization's success in obtaining needed resources. However, growth can also lead to 
less participation in decision-making, reduced efficiency, and less ability to adjust to 
environmental changes (Hall, 1987). Management can hold codicting priorities and 
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evaluative criteria without being aware of the conflicts, because they do not evoke the criteria 
simultaneously or spell out their operational implications. 
An additional problem is that few effectiveness cnteria equally suit the interests and 
prionties of al1 organizational members, units, and the various levels inside the organization. 
For example: the owners of an organization probably assess effectiveness in terms of short- 
term profits; management looks for cornpliance and corformity to regulations, innovation and 
growth in the long run; workers press for better wages and working conditions. Hence, the 
effectiveness criteria that reflect the dominant group in the organization will probably conflict 
with that of workers. 
Given that the various effectiveness critena are not mutually compatible and 
applicable, how should one choose appropnate criteria in order to incorporate them into an 
assessrnent methodology? Many theorists discuss ways to utilize multiple conflicting criteria, 
Campbell et al ( 1977). Comolly el  al ( 1 %O), Goodman and Pennings ( 1 %O), and Quim and 
Rohorbaugh (1983), and Cameron (1984, 1986a). According to the competing values 
approach proposed by Quinn and Rohorbaugh, organizations can flourish while pursuing 
conflicting or paradoxical cnteria of effectiveness. Instead of defining consensual criteria , 
organizations can adapt multiple cnteria that define effectiveness in terms of the 
organization's ability to satisfjt its diverse elements and constituents. According to this 
perspective, organizations must accept a certain a mount of trade-offs in treating the paradox 
in criteria. They also must attempt to balance these critena against each other without going 
to one extreme or another which, in the long run tends to create irnbalance. 
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2.3. APPROACHES AND MODELS OF EFFECTIVENESS 
A review of general approaches, used by researchers in understanding organizational 
effectiveness would help in understanding the advantages and disadvantages associated with 
their use. Hannan and Freeman (1 977), Zummato (1982), Cameron and Whetten (1 983), and 
Miner (1988), outlined, in a comprehensive manner, the models and approaches that are used 
to understand organizational effectiveness. As seen in Table 2.3, these general approaches can 
be classified dong four types of approaches, used to understand the concept of organizational 
effectiveness. 
Table 2.3: Types of General Approaches to Effectiveness 
- - 
Goal-attainrnent approaches Goal model 
Satisfaction of constituents Multiple Constituency Approach 
Systems approaches Resource Model, Intemal Process Model, 
Strategic Adaptation Model, Open-systern 
Quaiities of Organization Competing Values Approach 
Approaches 
2.3.1. Goal-Attainment Approaches 
An organization is, by definition, created deliberately to achieve one or more specified 
goals (Perrow, 1961). This is the main reason why goal is the most widely used criterion of 
effectiveness. Common goal-attainment criteria include profit maximiration, beating out the 
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cornpetition, etc. Cornmon among these goals is that they consider ends to which the 
organization was created to achieve. Does the organization achieve its various goals in terms 
of quality and quantity of'outcomes? The degree, or level of attainment, of a certain output 
goal or goals is an indicator of organizational effectiveness. The approaches assume that 
organizations are rational, goal-seeking entities and successfûl goal accomplishment becomes 
an appropriate measure of effectiveness. However, the use of goals implies that other 
assumptions must also be valid if goal accomplishrnent is to be a viable measure. These 
include: the assumptions that the organization must have a few manageable goals that are 
identified and defined well; that there is an agreement on these goals and that progress toward 
these goals must be measurable. Only if these conditions hold, will goal accornplishment be 
deemed an appropriate critenon. While this is true of several goals (sales, production volume). 
the assumptions do not hold for other goals that may not be objectively measurable. 
A long tradition in organization research defines effectiveness in terms of outputs and 
goal accomplishment (e-g., Simon, 1964; Price, 1968; and Campbell, 1977). But an almost 
equally long tradition criticizes the use of the goal rnodel. Most recently, and perhaps most 
importantly, on the grounds that because organizations are complex entities, the specification 
of their goals are problematic. Yuchtman and Seashore (1977) listed methodological and 
theoretical reasons why the goal mode1 should not be used in developing assessment of 
effectiveness. First, they argued, the assessment of organizational effectiveness, in terms of 
goal-attainment should be rejected because goals are ideal States that do not offer the 
possibility of realistic assessment. Second, they pointed out the difficulty in identimng the real 
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goals of the organization. Organizations may have many goals; these goals can be inconsistent, 
contradictory, or incoherent. It is often unclear at what level, or with respect to what units, 
the attainment of goals should be measured The multiplicity of goals is fairly well recognized 
by the researchers in the field, who define effectiveness as the "balanced attainment of many 
goals" (Kirchoff. 1977). Some researchers, such as Goodman and Pennings (1977). and 
Campbell et a/ (1 977), argued for measurement of effectiveness by getting the organization to 
speciQ (a) complete catalog of concrete and observable organizational objectives; (b) the 
conditions under which the organization should be able to achieve them; (c) the degree to 
which each objective should be satisfied. None, though, described or explained how goals are 
to be identified, nor they treat the complex issues that arise when there is more than a single 
uitimate cnterion or goal. 
it is clear that there are a number of problems when this approach is operationalized 
for use in developing an assessrnent of effectiveness. First is the question of what type of 
goals? Officia1 or operative goals? Dependence on officiai goals does not always reflect the 
organization's actual goals. Official goals are formally defined outcomes that the organization 
States it is trying to achieve, and descnbe the organization's mission, what it should be doing, 
the reason it exists, and the values that underlie its existence. Officia1 goals sound good but 
are vague and general in nature and not very specific or measurable, such as "to produce 
qualiîy products at cornpetitive pnces". These goals can not be used as a criteria, given the 
Iikelihood that official and actuai goals are different. Operative goals are intended to be the 
means through which official goals are accomplished. They describe desired operational 
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activities and are often concerned with the short-tem. Operational goals typically pertain to 
the pnmary tasks an organization must perfonn . Thus, different operational goals rnay exist at 
a variety of levels in the organization and rnay be differentially pursued by various parts of the 
organization. 
Another issue in applying the approach is, because goals can be short and long term 
and are some tirnes incompatible with each other and change over time, which ones should be 
used? Organizations have multiple goals that also create dificulties in operationalization of 
measurement because, multiple goals sometimes compete with each other. The achievement of 
"high product quality" and "low costs" are directly incompatible. Multiple goals must be 
prioritized: but how to dlocate a relative importance to goals that rnay be incompatible and 
represent different interests? When short-term effectiveness measures set the standards or 
goals for an organization, the tendency cm anse to favor the short-term over the long-term 
goals (Kanter and Brinkerhoff, 198 1). According to Weick (1 977). short-term efficiency and 
production-oriented measures tend to produce ritudistic behavior by the organization that is 
geared toward quantity rather than quality, and that behaviors, such as an organization's 
ability to adapt and be flexible in the long-term, rnay be Iost. 
Another problem with this approach is that it also assumes a consensus of goals inside 
the organization. Given that there are multiple goals and diverse interests within the 
organization, consensus rnay not be possible, unless goals are stated in such vague terms as to 
allow the various groups to interpret them favorably. This, according to Robbins (1990), rnay 
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explain why most officid goals in large organizations are traditionally broad and act to placate 
the different groups within the organization. 
Another major problern with the goal attainment approach is one of substance, rather 
than measurernent. Some researchers have argued that outcome measures of effectiveness are 
never pure indicators of performance quality because of a number of other factors enter in. 
most notably: the characteristics of the materials or objects on which the organization 
performs, the available technology (Mahoney and Frost, 1974); and a variety of environmental 
factors beyond the organization's control. These factors, affecting goaI achievernent, led 
Campbell et al (1977) to recommend that measurements of goal attainment should be 
confined to incidents of accomplishment directly under the organization's control. 
Another limitation of the goal attainment approaches is the problem of interpreting the 
uses of goals in organizations. In sorne cases, goals are treated as window dressing, designed 
not to orient the behavior of organizational members, but rather, to provide only symbolic 
recognition to sorne constituency and in other cases, goals are seen not as actual targets to be 
aimed for, but rather, internai messages within the organization of what behavior is desired 
(Galbraith, 1973; and Haman and Freeman, 1977). Weick (1979), noted that goals in 
organizations fiequently are inventions to suit activity already performed. They are, or 
become, the organization's means of forming a rationale for past activity. 
Finally, and most importantly, whatever the goal arrived at, an understanding of 
effectiveness must include not only the achievement of goals, but also an understanding of the 
factors that are associated with how these goals are achieved. According to Gaertner and 
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Ramnarayan (1  983), in the absence of such an understanding, any goal achievement measure 
of effectiveness is simple but barren; clear in its measurement, but inadequate in utility. Unless 
the measurement reaches back into the processes, structures, and intentions that are 
associated with the goal achievement, little can be done to improve effectiveness. 
As a result of these limitations, the theoreticai focus has shified to approaches that 
focus on organizational processes and structures which, either in the general case or in specific 
cases, are associated with how the organizational goals are achieved. 
2.3.2. Systems Approaches 
Systems Approaches represent the second type of approaches. Models that fa11 into 
this category are based on the systems view of the organization. They ernphasize the 
organization as a systern and attempt to assess the functioning of the system in terms of its 
inputs, transformation, and outputs. Examples here include the resource model, the intemal 
process model, strategic adaptation model, and the open systems model. 
2.3.2.1 Resource Mode1 
The resource model views effectiveness as the ability of the organization, as a system, 
to exploit its environments. In other words an organization is most effective when it 
maximizes its position by optimizing its resource procurement. This approach has its 
limitations. It is known, that in certain instances, resource starved organizations outperform 
more resource-affluent ones. 
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2.3.2.2 Internai Process Mode1 
In the intemal process model, effectiveness is reflected in the efficiency of the 
processes inside the organizational svstems. Theoreticaily, looking at the intemal processes of 
the system seems to be more revealing of the effectiveness of the system than any other 
approach especially when the organization has little control over its environments. However, 
the approach has a narrow perspective of the tùnctioning of the organization. It has no focus 
on the extemai interactions of the organization. 
2.3.2.3 Strategic Adaptation Model 
Strategic adaptation model suggests that effective organizations rnonitor their extemal 
environment constantly, receive feed back regularly, and take corrective actions to achieve 
their goals in the short term and ensure survival in the long term. This model recognizes the 
open-system nature of organizations, and their susceptibiiity to extemal forces. A limitation of 
this approach is that it pays little attention to what goes on inside the organization. 
2.3.2.4 Open Systern Model 
The open system approach stresses the view that the organization is a structured set 
of interconnected parts that communicate and interact together, and with the extemal 
environment, to accomplish its goals (Nadler et al, 1992). It considers the organization 
effective if it is successfully fùnctioning as an open system, coping with probiems that emanate 
from within the organization itself and from the external environment: that part of the world 
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outside that has some relevance for the organization. Etfectiveness is indicated by the 
organization's ability to meet interna1 and external challenges. 
Robbins (1 990), discussed two shortcomings of using systems approaches in the study 
of effectiveness. First, he alluded to the fact that measuring systems variables such as. 
adaptability to environmental changes or efficiency, may not be possible because one has to be 
able to develop valid and reliable measures that tap the quantity and intensity of these 
variables. Whatever measures that are in use. therefore. may be constantly open to question. 
In discussion of the second shortcoming, he used the argument that it's whether you win or 
you lose that counts, not how you play the game. If ends are achieved, are means important? 
The objective is to win, not to get out there and look good losing. The problems with systems 
approach, he added, emanate fiom its focus on the means necessary to achieve effectiveness. 
The problems in assessment of effectiveness anse because there are various interrelated means 
that are difficult to quanti@ in some cases, and which could be organized in more than one 
way in order to achieve effectiveness. This makes systems based assessment organization- 
specific, rather than generalized. an approach that could be applied to more than one 
organization. 
Miner (1988), argued that systems approach may be distinguished from the goals 
approach, in that its emphasis on system maintenance and survival remain unchanged fiom one 
organization to another and from time to time within an organization. Goals, in contrast he 
argued, may differ and change. He added that the systems approach may be applied at any 
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tirne, while it is unredistic to evaluate goals achievement until the organization has had tirne to 
achieve t hem. 
2.3.3. Multiple Constituency Approaches 
The multiple constituency approaches have recently been proposed as a viable 
alternative to the goal and systems approaches for studying and measunng organizational 
effectiveness (Whetten, 1978; Comolly et al, 1980; Zamrnuto, 1982, 1984; Tusi, 1990). The 
multiple constituency approaches are based on the political view of the organization. They 
integrate the critenon of effectiveness for each group or constituency inside or outside the 
organization that has a stake in the organization's performance. A stakeholder is any group or 
individual who c m  affect, or is afTected by, the organization's objectives. Stakeholders could 
include any nurnber of the groups shown in Figure 2.2. These are the owners of the 
organization governent and regulating agencies, local comrnunity organizations, custorners. 
competitors, workers, special interest groups, environmentalists, suppliers, and the media. 
Connolly et al (1980)' argued that using this type of an approach in effectiveness 
assessment requires that organizations be viewed as 
" intersections of particular influence loops, each ernbracing a constituency biased 
toward assessment of the organization's activities in terms of its own exchange 
wit hin the loop" 
' pp. 215 
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Mcdia 
Figure 2.2: An Organization and Its Stakeholders 
The multiple constituency approaches have been the underlying theme of rnany recent 
effectiveness studies (e-g. Cameron, 1978, l984a; Jobson and Schneck, 1982; Zammuto, 
1984; Wagner and Schneider, 1987; Tsui, 1990). Each of these studies points out that 
multiple constituency approaches, unlike the goal and system approaches, derive their cntena 
for assessing effectiveness from the preferences of multiple constituencies for the outcornes of 
organizational performance. 
On this basis, the assessrnent of effectiveness, according to Dafl (1983), provides a 
more accurate view of effectiveness than any single measure. To a degree, the multiple 
constituency approach represents an integration of the goal-based approaches. A major 
limitation is the assignment of proper weights to constituents to indicate the relative 
importance of satisfjmg their goals. Zammuto (1984), compared four multiple constituency 
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models and their differences to address this issue of distribution of weights. Each of the 
models labeled the relativistic, power, social justice, and evolutionary perspectives provides 
different answers to the issue. Zammuto, discussed two specific areas of disagreements among 
the models that emanate from the central question: Whose preferences should be satisfied 
through the distribution of the outcomes of organizational performance? First, how are 
judgments of overall organizational effectiveness reached, given the divergent constituent 
preferences for performance. For each of the four models this becomes a question of whose 
preferences should be weighted most heavily in reaching a judgment about organizational 
effectiveness. Second, whose preference an organization should attempt to satis% through the 
distribution of performance outcomes. 
Whetten and Carneron (1994), listed four difficult theoretical and methodological 
challenges using these approaches in the assessrnent of organizational effectiveness: (a) 
individual stake holders when asked, have difficulty explicating their persona1 preferences and 
expectations for an organization; (b) a stake holder's preferences and expectations change, 
sometimes dramatically, over time; (c) a vanety of contradictory preferences are almost 
always pursued sirnultaneously in an organization; (d) the expressed or known preferences of 
the strategic constituencies frequently are unrelated, or negatively related, to one another and 
to summary judgments made by stake holders about an organization's effectiveness. 
According to Miner (1988), severd answers have been proposed. One is that al1 
constituents have an equal weight and the goals of every constituency deserve attention. 
AIthough this view offiers a solution, the notion of equal consideration presents problerns. The 
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fact remains that the goals of certain constituencies may matter very little. For example, an 
organization can easily ignore the goals of its suppliers, if equal competing suppliers are 
available as is often the case in the construction industry. 
An alternative solution is to consider only the strategic constituencies that immediately 
influence the organization. However, the problem, of satisfjmg their sometimes conflicting 
goals, still remains. In addition, if the assumption is made that the organization pursues and 
selects goals in response to these strategic constituencies, the favoring of some goals over 
others means that the other goals are ignored. For example, when the organization gives 
profits the highest prionty, they meet the interests of the owners; however, that might conflict 
with customer satisfaction, and a supportive work climate, which favors the interests of the 
clients and workers respectively. 
2.3.3. Qualities of Organization Approaches 
The qualities of organization approaches relate effectiveness to organizational 
characteristics, such as degree of formalisation, communication, Ievel of control, andor other 
qualities related to structure, culture, and strategy. The competing values approach is an 
example here. The approach assumes that there is no "best" criterion for evaluating 
organizational effectiveness and that the concept of effectiveness is subjective. The approach 
assumes that these diverse critenon can be consolidated; that there are comrnon elements 
underlying any comprehensive list of effectiveness criteria; and that these elements cm be 
combined in such a way to create three basic sets of competing values. By classifjmg a wide 
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variety of criteria of organizational effectiveness dong these three sets, the approach creates 
four diverse models or basic configurations of effectiveness that represents the possible 
cnteria used by organizations to rnodel effectiveness. 
2.3.3.1 Corn peting Values Approach 
The competing values approach was first proposed by Quinn and Rohrbaugh (1983). 
The approach is ais0 discussed by Lewin and Minton (1986), Cameron (1984a), Quim 
(1988), Robbins (1990), and Maioney and Federle (1991). The approach is based on the 
premise that there is no one criterion for evaluating effectiveness. It organizes, consolidates, 
and integrates multiple criteria in the domains of effectiveness into three sets of incompatible 
dimensions. These are flexibility versus control, intemal versus extemal focus, and means 
versus ends. The first set contrasts two dimensions of an organization's structure: flexibility 
values innovations, adaptation, and change while control favors stability, order, and 
predictability. The second set deals with whether focus and emphasis should be placed 
intemally, on the well-being and development of the people in the organization or extemally, 
on the well-being of the orgartimîion itself The third set relates to organizational means 
versus ends; the former stressing intemal processes and the long term, the laiter emphasizing 
final outcornes and the short term. 
These three sets are depicted in the four organizational models or configurations 
shown in Figure 2.3. The models are the open system model, the human-relations model, the 
rational goal model, and the interna1 process rnodel. In the figure there are axes of contrasting 
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values that define the four models. Each model represents a particular set of values and has a 
polar opposite with contrasting emphasis. The vertical axis pertains to organization structural 
context and it contrasts stability and control with flexibility. The horizontal a i s  periains to 
focus: whether dominant values are internai or extemai to the organization. The two imer 
axes pertain to the organizational means and ends for each model and they contrast the 
processes or means (e.g. goal setting) to organizational outcomes and the outcomes or ends 
(e.g. productivity) themselves. In briec each model has characteristics that differ from the 
other, and which influence the levei of effectiveness in the organization differently. The 
rational goal mode1 emphasizes control and organizational focus as dominant effectiveness 
values; planning and goal setting are means, and productivity and efficiency are ends. 
The open system model emphasizes flexibility and an organizational focus as dominant 
effectiveness values; readiness and flexibility are means, growth and extemal support are ends. 
Dominant effectiveness values for the intemal process model are control and internai focus. 
stressing communication processes as means and control as ends. The human-relations model 
emphasizes flexibility and intemal focus, with cohesion and morale as means and skilled 
workers as ends. 
























Figure 2.3: The Cornpeting Values Approach's Four Ideal Models 
2.5 S-Y OF CURRENT APPROACHES TO EFFECTNENESS 
The review of the current literature revealed that there are different definition and 
approaches to organizationd effectiveness. Each bas its advantages, but at the sarne tirne, 
each has distinctive disadvantages, partly inherent, and partly owing to limitation in the state 
of relevant theory and empirical results. These approaches can be characterized by two 
dimensions : ( 1 )  focus of the definition: some definitions focus on measures of terminai 
outcornes, such as profitability, survival, or goal attainrnent. Others tend to be more 
Chap. (2) -Lirerature Review 50 
concerned with organizational processes and structures. (2) intended use of the concept of 
effectiveness: there are approaches that tend to be organization-specific while others are 
intended for a generality of organizations. The latter aim for general propositions about either 
outputs or organizational processes and structures. The former utilize the details available to 
explain events in a given organization, or class of organizations, in a less generalizable way. 
These two dimensions, when cross-classified, result in four distinct sets of approaches. The 
first set of approaches uses the traditionai accounting measures, such as productivity, profit, 
or retum on investment as criteria for effectiveness. This set of approaches also includes those 
that focus on organizational health and suMval as the ultimate organizational outcorne. These 
approaches are rooted in the theoretical perspective of population ecology. Problems with 
these approaches, stem form the fact that they rely solely on general quantitative measures of 
output, while organizations produce different things that, sornetirnes, are not easily 
quantifiable. 
Approaches in the second set include al1 goaitentered approaches to organizational 
effectiveness. These were discussed extensively in the preceding sections. These approaches 
yield valuable insights about an organization's character and behavior, because serious goal 
setting represents an attempt at optimization of potentially conflicting organizational factors, 
in light of particular past and present circumstances, and desired fùture. Goal-centered 
approaches provide a useful degree of detail and context that are lacking in general 
output/outcome rneasures. However, in the preceding section, it was seen that goal-centered 
approaches have limitations. The major limitation is that goals are dynamic and likely to 
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change over tirne, partly as reflections of changing external circumstances, and partly due to 
changes in the management of the organization. 
In the third set, the approaches focus on generally effective or contingently effective 
system's components and processes of organizations. Systems approaches look at the basic 
processes in an open systems view of organizations (resource acquisition, transformation. 
output, and feedback) as intercomected, so that overall effectiveness may be assessed at any 
point in the system loop. Given the problems of defining and applying generally effective 
structures, system components, and processes, some of the approaches have attempted to 
develop models of process and structure that are organization-specific, mainly operating as 
guides to diagnosis and change in particular systems, their components a d o r  processes. 
In the fourth set, the approaches focus mainly on qualitative processes. These 
approaches provide management with information about qualitative organizationd anributes 
such as flexibility, openness of communication, adaptability, and management style. 
leadership, decision making, and culture. Although these approaches concem themselves with 
processes that lead to effectiveness, they aiso suffer fkom being too difise, not result- 
onented, and have a narrow focus on contingently effective aspects of organizations. 
2.6. ASSESSMENT OF ORGANIZATIONAL EFFECTMNESS 
In the literature, there are many techniques that were used in developing assessment. 
The first is traditionai and is done by applying one of the cornrnon approaches, such as the 
goal model as the case in Kilmann and Herden (1976) model, Pennings and Goodman (1977) 
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framework. Other techniques such as Keeley's (1978), and Hia's (1988), also utilized a single 
approach; however, they relied on the more elaborate modeis, such as the resource mode1 or 
strategic adaptation model. 
Some methods synthesized a number of these approaches together such as Parsons' 
( 1959), and Pickle's and Friedlandler's (1 967). The Parsons' mode1 synthesized parts of three 
models of effectiveness. It focuses measurement on four main tasks: adaptation (strategic 
adaptation model) and it includes such critena as resource acquisition; development, growth, 
survival, flexibility, and control of environment; goal attainrnent (goal model) is measured by 
productivity and profitability; integration and it includes efficiency and openness of 
communication as criteria; employee satisfaction (constituency model) measured by ernployee 
retention, 
The Pickle's and Friedander's model was developed specifically to study a group of 
small businesses. It synthesized the goal model with the multiple constituencies model. The 
model concerns itself with goals of seven parties that seek satisfaction from the organization 
and how to evaluate them. These parties are the owner; the employees; the customers; the 
suppliers; the creditors; the comrnunity in general; and the government. The empirical 
application for the approach is in the area of determining the distribution of satisfaction Le. 
who gets satisfied first and how much? What may be viewed as an ineffective strategy 
regarding one constituency in the short tem, may be viewed as highly effective for other 
constituencies over longer penods of time. 
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Some methods utilized the paradoxicaf perspective based models such as the 
competing values approach, as in the case of Ostroff and Schmitt (1993) and Maloney and 
Federle (1993). Maloney's study focused on organizations in the architectural, engineering, 
and construction industry. Their methodology identified the paradoxicai culture types in these 
organizations and based their assessment on the consensus of four culture perceptions by 
management and workers. Their methodology is discussed in greater detail in later sections of 
this chapter. 
2.6.1. Existing Methodologies 
Most traditional assessment methodologies are based on the goal approach. They 
measure the level of achievement of a specific goal or goals. Three comrnonly used indicators 
ask if work was completed on time a d o r  within budget, andor if it met certain quality 
standards. On-time completion rneans that the work finished within the scheduled duration of 
time. Within budget rneans no cost ovemns. Meeting quality standards means that work 
output reached specific quality goals without significant level of rework. Typically, only under 
perfect project conditions do al1 three criteria are met by a construction firm. As a result, 
effectiveness of a construction firm is usually judged by meeting any one of these criteria. 
Other indicators measure levels of achieved profits and/or levels of workers' 
productivity and compare these levels to specific levels that were established as goals. Profits 
indicate the difference between price and costs. Profit indicators by themselves are crude and 
shortsighted. Clearly, an organization can make a profit without being effective. Ineffective 
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organizations make profits by cutting corners and imp ro per practices; such organizations do 
not stay in business long. 
Another goal-based indicator is productivity. It is the ratio that relates measurements 
of outputs to measurement of inputs. In construction, as in other industries, increased 
productivity is one of the traditionally sought after goals. If the organization is judged to have 
high productivity, it is considered effective. However, the concept of productivity seems to 
suffer as much debate regarding operationaikation and measurement, as the constmct of 
organizational effectiveness itself. Therefore, the questions are: what is productivity, how is it 
operationaiized and measured, and what are the problems associated with measunng 
productivity, and using it as a measure to reflect organizational effectiveness? Productivity in 
construction can be defined in a variety of ways depending upon the work being performed, 
but is generally defined as outputiinput with output expressed in terms of physical units and 
input as man-hours required to produce the output. This is very close to the general definition 
of efficiency. The accurate determination of productivity rates is a problem in the construction 
industry according to Herbsman and Ellis (1990). They attributed this difficulty to the fact that 
productivity is influenced by many factors including: technological, such as design; matenal 
properties; equipment factors; location (site) factors; construction methods; and 
organizational factors such as labor factors and social factors. They added that the 
quantification of these factors in simple terms is too complex to allow a meaningful 
cornparison between organizations or between projects, for a single orgam*zation. 
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The level of achievement of certain goals, in terms, of process time, production costs. 
profits, and desired levels of productivity, are considered as outcome measures. Outcome 
indicators, by themselves, simply do not give enough information about the organization. 
Organizations need evaluation that addresses not only the status of their intemal processes. 
but also how they interact with the extemal environment. 
Gameson (1992), found that one in five commercial construction clients were 
dissatisfied with the seMce they received. One of the factors, discussed by him, that leads to 
such low performance is the use of inappropriate measures to assess effectiveness. Improper 
assessment by organizations lead to inaccurate conclusions which in turn, result in sub- 
standards performance. Although most managers use some indicators (mostly financial), these 
do not capture al1 of the salient elements of effectiveness and can not be relied upon as 
predictors of effectiveness. Measures used by management of construction firms are rarely 
justified or based on the theoretical approaches of understanding effectiveness. Development 
of better assessment methods is critical in order to achieve and maintain improved 
organizationai performance. A recently developed assessment methodology (Maloney and 
Federle, 1993) is discussed in the next section. 
2.6.1.1. Maloney's and Federle's Methodology 
Maioney's and Federle's assessment methodology is focused on an organizational unit 
rather than the whole organization. It is based on the perceptions of the unit's manager, his 
superior, peers, and subordinates. Perceptions are formed of profiles relating to unit's culture, 
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perceived organizational effectiveness criteria, leadership, and management skills. These 
profiles are based on typologies or configurations identifled by the four models of the 
competing values approach. The perceptions of each profile are checked for congruence 
among them. The most important being the culture profile. The lack of agreements in 
perceptions of the culture of an organization especially that between the manager's and that of 
his subordinates, according to Maloney and Federle, creates the potential for significant 
organizational problerns. Conversely, agreements in the perception. indicates a common 
understanding of the organization and the manager. 
Profiles are then compared with each other to check for consistency of perceptions. 
Profiles of organizational effectiveness is compared to the culture profile to determine whether 
t here is consistency between the perceived effectiveness criteria and the culture. Also 
leadership and management skills profiles are exarnined to determine consistency with the 
perceptions of the culture. 
It is clear that the assessing organizational effectiveness according to this methodology 
is based primarily on evaluation of culture and the effectiveness criteria typologies identified 
fiom the four models in the cornpeting values approach. These typologies or configurations 
are shown in Figure 2.4.(a) and (b) respectively. In (a), the four cultures configurations 
emphasize the values in the four ideal models. Under the rational goal model or firm-type 
organization, the terni 'market culture' is used to describe the culture that has emphasis on 
order, maximization of output, rational production, values goal clarification, providing 
direction, and decisiveness about what is done. A firm that pursues this type of culture, prides 
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itself on goal accomplishment, making profit, and its extemal interactions with suppliers, 
wsiomers, and cornpetitors. The open-systems model has an 'adhocracy culture' that is based 
upon expansion and transformation. This culture, according to Maloney (1991), pnzes 
resource acquisition and growth. The emphasis of a firm that pursues this type of culture is on 
innovation, flexibility of structure in conjunction with a focus on extemal constituencies, and 
resource providers. This type of culture is at its best when the tasks are undefined. 
Organizations that pursue the human-relations model have cultures that are referred to as 
team or 'clan culture'. This culture is a direct opposite to the market culture and it values the 
human resource in the organization and promotes openness, participation, and involvement. 
This culture is characterized by team work, consensus decision making and information 
sharing. 
In organizations that pursue the interna1 process model, the culture is referred to as the 
hierarchy or 'bureaucratie culture'. It is the opposite of the adhocracy culture and emphasizes 
stability, control through centraiized decision making, and the maintenance and continuity of 
the organization, through rules and regulations that are used to control the intemal systems. 
In (b). effectiveness criteria used by organizations pursuing the vanous culture types 
are outlined. Organizations with an adhocracy culture use adaptability, readiness, growth, 
resource acquisition, and extemal support, Organizations with a clan culture use cohesion, 
morale, value of human resources, and level of training. Organizations with a market culture 
use productivity, èfficiency, planning, and goal setting as criteria. Organizations with a 
hierarchy culture use stability, control, information flow, and communication 






Figure 2.4: Competing Values Framework by Maloney and ~ederle' 
3 Source: Maloney and Federle (1993) 
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Assessrnent of organizational effectiveness is achieved in three steps. First, by 
classification of the unit's culture according to perceptions of the manager, superior, peers and 
subordinates, dong the properties of four types of cultures identified in the competing values 
approach. Questionnaires are used to solicit perceptions on six main areas of organizational 
culture and ask the respondents to divide 100 points among four statements (each descnbes an 
aspect of the four culture typologies) in each of the six areas. These include dominant 
characteristics, organizational leader, organizational glue, organizational climate, and criteria 
of success. Second, by rating the respondents perceptions to an organizational effectiveness 
questionnaire on the existing and desired level of effectiveness cnteria and the importance of 
the critena. The questions included relate to the following criteria: 
( 1) participation, openness, cornmitment, morale for the clan culture. 
(2) innovation, adaptation, extemal support, growth for the adhocracy culture. 
(3) stability, control, documentation, and information management for the hierarchy 
culture. 
(4) Productivity, accomplishment, direction, and goal clarity for the market culture 
The questionnaires present the respondents with a series of statements (a total of 
sixteen) to which the respondents could rate hisher unit using a 5 or 7 point Likert scale. 
Third, unit's overall ratings or profiles of culture and organizational effectiveness are 
calculated by averaging the respective respondents' ratings. Fourth, the ratings of the 
respondents on unit's organizational effectiveness are analyzed and compared with 
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respondents' overall culture ratings. Data is first presented in tabular format (Table 2.4) where 
the respondents' overall ratings are compared in tabular form with each other to check for 
consistency. As mentioned before, particular attention is paid to the comparison of the ratings 
of the manager and that of his subordinates. If there are significant differences between the 
perceptions of the manager and his subordinates, the potentiai exists for major problems. For 
organizationd effectiveness, according to Maloney and Federle, a difference with a value of 
one between raters must be considered significant and is an indicator of potential problems for 
the organization. 
The data is also presented in a graphical format by drawing pictograms to develop a 
better understanding of the results. Pictorial representation of ail four perception profiles are 
drawn dong the axes of the competing values approach. Maloney and Federle (1990) defined 
three zones that they used to examine the resulting plots of the data (Figure 2.5). An 
extremely negative zone in the center of the figure, an outermost negative zone, and an 
intermediate positive zone. Organizationai units with culture plots fdling in the extremely 
negative zone, they stated, have no well defined culture and organizations with a profile in this 
zone would be ineffective due to strong confiict between cultural values. In the outermost 
zone, cultures are carried to an extreme and organizations with profiles in this zone may suffer 
by being either too focused on one type and risk being oppressive if 'market culture', anarchy 
if 'adhocracy', irresponsible if 'team' and ftozen if 'hierarchy', or focusing on ail directions at 
the same time and becorning in Maloney's and Federle's words "a jack of the trades and a 
Chcrp. (2)-Litern f ure Review 6 1 
rnaster of none". In the positive zone, trade-offs and balance among the values of the four 
cultures result in a strong effective culture. 
By plotting the overall culture, and organizational effectiveness perceptions for each of 
the four types of raters, conclusions can be drawn regarding the culture and the unit's 
effectiveness in a manner consistent with the three identified zones in Figure 2.5. 
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Figure 2.5: Positive and Negative Zones 
5 Source: Maloney and Federle ( 1993) 
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An example of using the assessrnent methodology of a construction organization's unit 
that was surveyed and assessed by Maloney and Federle, is presented here for clarity. 
The unit considered in the exarnple is a field supervision unit of a general contractor 
organization (Maioney and Federle, 1990). Respondents included a manager, a supervisor, 
three peers, and nine subordinates. Table 2.4 tabulates data of four culture profiles according 
to respondents' perceptions of the culture existing in the unit. The unit is perceived to have a 
strong Market culture by the manager in five of the six areas as evidenced by the high total 
score of 72 out of 100. The superior's profile is sirnilar to the manager's with the unit 
perceived as strong in Market culture with a total score of 45, except that the manager is 
perceived as strongly hierarchical as a leader. The peer's rating is similar for the Hierarchy 
culture with a score of 3 1 and a score of 29 for the Clan culture. The subordinates' profile 
gives an overall rating that is strongest in the Market culture with a score of 33 and in the 
Clan culture with a score of 28. As a result, it can be concluded that there is congruence 
among the manager's, superior's and subordinates' perceptions of the unit's culture. The 
manager. in particular, believes the unit to have a Market culture and gave it a score of 72. 
However, the other two raters, although agreeing that the unit has a Market culture, gave it 
lower scores than the manager does. The supenor scored it 45 for the Market culture and 
assessed the unit in the Clan, Adhocracy, and Hierarchy cultures by scoring them 15, 8. 32 
respectively. The subordinates scored it 33 for the Market culture and assessed the unit in the 
Clan, Adhocracy, and Hierarchy cultures by scoring them 28, 25, 14 respectively. 
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Table 2.4: Culture Profiles Ratings 
Raters 
Culture Element Manager Supenor Peer Subordinates 
Personal Place O 30 8 32 
Dynarnid Entrepreneurid 5 10 18 18 
Formalized and Structureci 5 O 28 9 
Production Onenteci 90 60 35 4 1 
(2) Organizatimal Leader 
Mentor1 Father figure O O 10 5 
Entrepreneur/ Risk triker 10 O 17 16 
Coordinator, Organizer 1 O 70 47 43 
Producd Cornpetitor 80 30 27 36 
(3) Organizational Glue 
Loyalty & Tradition 15 IO 42 37 
innovation dk Development 10 10 20 9 
Rules & Policies 5 10 15 1 1  
Production & Goal 70 70 23 4 3 
Participative O 20 45 44 
Dynarnisrn & Radiness IO 10 1 O 18 
Stability O 1 O 25 15 
Cornpetitive 90 60 20 23 
Sasitivity to Customers O 1 O 32 1 1  
Product Leader & h o v .  O 1 O 3 3 
Dependable del ivq 90 80 53 67 
Market Penetration 10 O 12 19 
(6) Management of Worker 
Teamwork O 20 27 37 
Freedom & Uniqumess 10 10 42 20 
SecUnty/ Predictability O 20 15 7 
Production & Achevernent 90 50 17 37 
Team Culture 2.50 15-00 28.89 27.69 
Market Culture 71.67 45.00 22.22 33.15 
Hierarchy Culture 18.33 31.67 30.56 25.19 
Adhocracy Culture 7.50 8.33 18.33 13.98 
6 Source: Maloney and Federle ( 1990) 
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Table 2.5 tabulates the organizational effectiveness profiles as a result of the 
perceptions of the respondents regarding the actual level of perceived criteria of effectiveness, 
the desired level, and its level of importance. The score range for the actual and desired level 
is measured on a 7 anchor points Likert scale. The score range for the level of importance is 
measured on a 5 anchor points likert scaie. 
Table 2.5: Organizational Effectiveness ~rofiles' 
Raters 
Effixtiveness Manager Superior Peer Subordinates 
Cnteria actual ldesired (imp. lactual ldesired 1 imp. lactual (desired (imp. lacnial ldesired limp. 
Clan Culture 
participationopennes 5 -00 
cornmitment morde 6-00 
Market culture 
productivity. a-mp 7-00 
duection goal clarity 6-50 
rldhocracy culture 
innovation a&pt 5.00 
As seen from Table 2.5, al1 four raters perceive this unit to be most effective in the 
market culture criteria. There is congruence with the perceptions of the raters of the unit's 
culture as a market culture from the data in Table 2.4. The manager perceived the unit to be 
7 In Maioney and Federle ( 1990) pp. 230 
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very effective in the effectiveness criteria of a market culture (a score of 7 out of 7) The 
superior, peer, and subordinates perceived the unit as most effectiveness in the r?me criteria 
but perceived it less effective as evident fiom their ratings of 5, 4.5 , and 5.7. Based on the 
difference of 1.3 (7 minus 5.7) between manager's and subordinates' rating of 7, potential 
problems can be anticipated. Graphitai plots or pictograms of manager's and subordinates' 
ratings of overall culture and organizational effectiveness (Figure 2.6 (a), (b), (c), and (d)) cm 
also be used to infer the sarne conclusions. 
As described, this assessment methodology, considers the view that performance and 
effectiveness are primarily determined by the culture that exists inside the organization. 
However, Kotter and Heskett (1992), recommended that other organizationai variables should 
be considered dong with culture in the study of organizational effectiveness. Their study has 
shown that (according to their definition of culture) there is a positive relationship between 
strong cultures and organizational effectiveness (good performance). However, in some 
instances, organizations that were rated to have weak cultures performed just as good, or 
even better, than organizations with strong culture. Kotter and Heskett attnbuted these 
irregularities to the effects of ot her organizational characteristics, such as structural context, 
and strategy. 
By delineating variables fiom the competing values' four models, Ostroff and Schmitt 
( 1993), studied configurations of organizational effectiveness and efficiency by 
operationalization of effectiveness and the variables. Their findings indicated that effective and 
efficient organizations are influenced not only by strength of culture inside, but also by other 
PLEASE NOTE 
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variables such as participation in decision making, goai emphasis, attitude toward change. and 
the level of structural contextual ernphasis. Although both of the Kotter's and Heskett's, and 
Ostroff and Schmitt studies did not target construction organizations, their findings suggested 
the inclusion of other organizational characteristics or variables dong with culture in the snidy 
of effectiveness seems to be appropriate. 
In conclusion, Maloney's and Federle's methodology represents a crucial advance. 
Their assessment methodology identified and validated, for use by construction organizations, 
the four sets of culture and effectiveness critena typologies found in the competing values 
approach. 
2,7. S ~ Y  
The review has provided a concise introduction into the relationships between the 
concept of organizational effectiveness and a number of theoretical perspectives of 
organization such as: the traditional theories of scientific management principles and Weber's 
bureaucracy; human-relations school; systems theory; contingency approach; political theory; 
and configurationai approaches. The review dso discussed the various criteria used in the 
assessment of organizational effectiveness and the confiicts that exist among them and 
recomrnendation to resoive these conflicts. The review also discussed the various definitions 
used to define effectiveness, and the approaches used for understanding and modeling 
organizational efectiveness: the goal model and the multiple constituencies model; systems 
models such as the intemal process model, the strategic adaptation rnodel, and the open 
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systems model. The discussion also included the shortcornings of using such approaches in the 
operationalization and the measurement of effectiveness. In particular, the review has focused 
on the competing values mode1 as a configurational approach and gave a detailed description 
of it. A review of existing methodologies was given, along with a detailed discussion of a 
recently developed methodology that uses the competing values approach's criteria to assess 
the effectiveness of organizational units in construction firms. 
In sumrnaty, the review has show that the competing values approach can be used as 
a conceptual mode1 to categorize the characteristics of construction firms along its four ideal 
configurations. Its use, in studying organizational effectiveness in construction has been 
validated by the methodology developed by Maloney and Federle (1993). In the next chapter, 
the critena of the competing values approach's four ideai configurations are used to 
conceptualize and identiG four major categories of variables relevant in exarnining the 
organizationai effectiveness of the construction fim. 
CHAPTER (3)- METHODOLOGY 
3.0. INTRODUCTION 
First, in this chapter, issues in developing an assessment methodology are discussed 
and the logic of the proposed research methodology is presented. The methodology is broken 
d o m  into three main stages. The first stage, which is covered in the second part of this 
chapter deals with identification of variables that are used to develop the prediction 
methodology. The second and third stages of the proposed methodology, that deals with 
development of measurement scales, construction of questionnaires, carrying out the field 
survey, and analyses and mode1 fitting, will be covered in the following three chapters. 
3.1. ISSUES RELATING TO DEVELOPMENT OF AN ASSESSMENT METHODOLOGY 
The evolution of the rnethodologies used to study organizational effectiveness bas 
progressed dong roughiy parailel lines with the development of the various theoretical 
models. Because no single methodology is suitable for the plethora of theoretical perspectives, 
the key to developing a valid assessment methodology rests with addressing the following 
seven questions: 
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1. What time frame is being employed? Short-term effects rnay dBer from long- 
term effects, and different states in an organization's Iife cycle rnay produce 
different levels of performance. 
2. What level of analysis is being used? Effectiveness at different levels of analysis 
in an organization (e-g. Subunit performance versus organizational adaptation) 
rnay be incompatible. 
3.  From whose perspective is effectiveness being judged? The cnteria used by 
different constituencies to define effectiveness often differ markedly and often 
represent unique constituency interests. 
4. On what domain of activity is the judgment focused? Achieving high levels of 
effectiveness in one domain of activity in an organization rnay mitigate against 
effectiveness in another domain. 
5. What is the purpose for judging effectiveness? Changing the purposes of an 
evaluation rnay change the consequence and the criteria being evaluated. 
6 .  What type of data are being used for judgrnent of effectiveness? Official 
documents, perceptions of members, participant observations, and symbolic or 
cultural artifacts al1 rnay produce different conclusion about the effectiveness of 
an organization. 
7. What is the referent against which effectiveness is judged? No universal standard 
exists against which to evaluate performance, and different standards wiil 
produce different conclusions about effectiveness. 
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In developing this methodology, these seven questions are answered in a very detailed 
and sufficient marner in the following sections of this chapter and the chapters that deal with 
developing and testing the methodology. However, in brief, in developing the proposed 
assessment, this research focuses on a homogenous group of construction firms that operate 
in the same market and undergo the same forces in the environment. 
The methodology is geared to assess organizational effectiveness at the firm level. The 
perspective of the assessment is from the management point-of-view, for the purposes of 
predicting the level of organizational effectiveness and uncovering the significant sources of 
ineffectiveness in the critical organizational attributes, in order to develop strategies to correct 
and adjust the organizational configuration. Workers' and management perceptions are the 
primary instrument upon which the assessment methodology is based. 
Organizational effectiveness is judged in the analysis and developrnent of the model, 
against a measure that consists of the three measures most cornmonly used to rate 
performance of a construction firm, namely, duration of execution of work, cost of completing 
the work, and finishing the work while conforming to quality specifications. 
3.2. RATIONALE OF METHODOLOGY 
Miller and Friesen (1984)- in their analysis suggested that researchers should attempt 
to use an approach based on recurring patterns or configurations of attributes that relate to 
effectiveness empirically. According to Meyer et ai. (1993) using configurational approaches 
in organizational assessment can be justified on grounds of attempting to understand 
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cornmonalties across a homogenous group of organizations. This research is focused on 
developing an organizational effectiveness prediction methodology for construction firms that 
can be considered to form a homogeneous group. The construction firms targeted by this 
research have been selected fiom a group of construction firms serving the same construction 
market where they operate under the same conditions, and due to the relative young age of 
the Saudi ICI market, most of these firms operate within similar stage of life cycle. 
M e r  carefcl review of al1 the models and approaches, the cornpeting values was 
chosen as the most valid configurationai approach through which the proposed method of 
predicting effectiveness is developed. The reasons being: first it has been validated by 
Maloney and Federle (1993) in the assessrnent of construction organizations and their 
cultures; second, its four models or configurations, emphasize characteristics that represent 
the integration of most effectiveness ctiteria already used by researchers and managers.; and 
third, use of the multiple criteria represented by the four ideal models in the approach allow a 
more realistic depiction of the values and criteria of effectiveness that are typically pursued by 
a firm from one stage in its life cycle to another while changing its configuration. 
The use of multiple criteria or characteristics is represented by the hybridization of 
values between the four models of the competing values approach. This hybridization resuits 
in certain tradeoffs between the different leveis of conflicting or paradoxical values, based on 
the specific environmental situation faced by the organization. For example, stressing a 
moderate level of competitiveness and extemal focus by an organization does not exclude it 
from placing some emphasis on the development of its workers, and adopting strategies to 
Chao. fl-Meihodolopv 73 
enhance morale and cohesion among them. Carneron (1986a). supported the inclusion of 
paradoxical or conflicting criteria in assessments of organizational effectiveness in order to 
achieve a better assessment. Cameron (1983), suggested that in order to develop accurate 
measurement at the organizational level, variables and measures must be combined with some 
overail mode1 that indicates performance in the multiple domains of effectiveness. He added 
that, although organizations could operate in multiple domains of effectiveness, they may also 
perform well only in a limited number of them. In other words, organizations can not satisQ 
al1 possible criteria of effectiveness. Tsui (1990), argued that, using a multidimensional view 
of effectiveness implies that different patterns of relationships between organizational 
effectiveness and its determinants will emerge, depending on the environment in which a 
particular organization fûnctions. 
Figure 3.1 (a), (b), (c), and (d) show pictograms of competing values criteria used in 
the assessment of effectiveness over the life cycle of the organization, as suggested by Quinn 
and Cameron (1983). It is clearly seen that organizations tend to pursue the values that belong 
to more than one mode1 at the sarne time, regardless of the stage they are in. The ody factor 
of difference corn one stage to another is the differing levels of these values or criteria 
pursued by organizations, as seen in States (a), (b), (c), and (d). In state (b) the organization 
values flexibility but somewhat less than in (d), where more emphasis is put on flexibility. 
During stage (a), the organization places emphasis on flexibility just as much in (d) however, it 
places very Iittle emphasis on control of its processes. In (c), the organization places less 
flexibility than in (a) and (d), but places more than in (b). This view represents a more realistic 
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mode1 of the nature of the firm. and how it organizes itself to achieve effectiveness. This is the 
view considered by this research. 
coml 
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Elabomu'on of Structure Stage 
Figure 3.1: Organizationai Life Cycle and Criteria of Effectiveness ' 
From this perspective, a homogenous group of fïrms that are within the same stage of 
their life cycle tend to pursue sunilar levels of criteria of effectiveness. These levels are 
1 Source: Quinn and Cameron (1983) 
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determined as the result of hybtidization of certain levels of values of the four models of the 
cornpeting values approach to represent another configuration. Therefore. the levels of the 
hybridized criteria in this configuration/model can be used to predict the organizational 
effectiveness of firms. This is achieved by: gauging the levels of hybridized criteria in existing 
effective f i n s  through empiricai experimentation; and using the determined levels of these 
critena as a gauge against which, levels of criteria in firms under question, cm be compared. 
Three main steps can be considered in order to develop valid quantitative rnodels 
based on configurational inquiry @otty et al, 1993). First organizational configurations in an 
identified approach must be conceptualized and modeled as ideal types where effectiveness is 
highest because the fit, arnong the contextual, structural, and strategic factors is at a maximum 
in these configurations. In this research, the competing values approach was selected as a 
valid configurational approach that conceptualizes and identifies four ideal models of 
effectiveness cntena that can be pursued by construction fims to achieve efiectiveness. 
Second, organizational characteristics of the particular group of organizations or firms 
which represents the different effectiveness domains, in the ideal types, mut be first integrated 
into an overall multivanate profile or model. The model must be fitted and tested empincally. 
using a valid referent measure of organizational effectiveness. This is done in order to identiQ 
those characteristics that are significant in the prediction of organizational effectiveness and 
their levels. Third, based on an assessrnent of the levels of these significant organizational 
characteristics. the overail model can then be used to predict the level of organizational 
effectiveness of the firm. 
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3.3. METHODOLOCV 
A number of researchers have noted that when developing effectiveness measurement 
it is important to speciQ whether it is the variables that predict effectiveness, or the variables 
that indicate effectiveness, that are of interest (e-g. Cameron, 1986). This research focuses on 
developing a methodology to predict the organizational effectiveness of the construction fim. 
A multivariate model is developed and validated to achieve the best prediction. The model 
relates levels of identified organizational characteristics in a homogenous group of 
construction fims to an operational measure of their organizational effectiveness. 
As seen in Fig 3.2, this was done in three main steps. First, organizational 
characteristics' categories and vansables relevant for exarnining effectiveness of the 
construction firm were identified. Second, a field study was designed and carried out. In the 
study, a nurnber of tasks as indicated, were accomplished: 
The identified variables were operationalized. 
A referent measure against which organizational effectiveness is judged, was 
constructed using the three comrnon domains of effectiveness in construction: 
execution of work within scheduled duration, or completion of work within 
budgeted cost, and/or performance of work according to contractual standards and 
specifications. 
Scales of measurements were constructed for the variables and their reliability 
tested. 
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Self-administered questionnaires were constmcted to collect data fiom management 
and workers in the construction finn. 
A field survey was carried out using the constructed questionnaires to collect cross- 
sectional data from a homogenous group of construction firms. 
In the third step, the data collected fiom the field survey is used to test the hypothesis 
that organizational effectiveness, as operationalized, cm be predicted using the developed 
measures of the identified variables. A multivariate linear regression model is developed and 
validated as a predictive model of the proposed assessment methodology. The rest of this 
chapter includes a discussion of the first step conceming the identification of variables, the 
following four chapters will discuss steps II and III of the methodology. 
3.3.1. Identification of Variables 
In order to have a comprehensive understanding of organizational effectiveness, the 
key variables in the domain of effectiveness of the construction firm, must be identified. The 
types of variables or critena that can be used Vary by domain and level of analysis. The target 
of this research is the construction tim and the level of analysis is at the organizationai level. 
An analysis of the construction firm's characteristics that pertains to structurai context: 
organizational flexibility, mles and regulations; organizational focus; and strategy (means vs. 
ends) along the dimensions of effectiveness as represented by values of the four models, 
helped to identiw the important variables used to develop the methodology. 
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For analytical purposes, the construction firm can be viewed as having some form of 
vertical structure, or hierarchy, and operating within an environrnent (Figure 3.3). The 
extemal environrnent of a constmction firm impact on it through different types of forces. The 
firm has a boundary. The firm's boundary is moveable because people fkom within it are in 
constant interaction with others from organizations outside the boundary. A construction 
firm's environment would comprise regulating agencies, cornpetitors, suppliers, sub- 
contractors, consultants, etc. Inputs from the environment cross the firm's boundary and are 
transformed through the production process into outputs. 
In the traditional sense, the primary role of the construction firm is the assembly of 
resources and transforming them into a product (a facility or part of it) using its skill in the 
techniques of construction and in the management of construction operations. It is becorning 
common for the construction firm to be involved in more than the construction phase of the 
building process. To accomplish its role, the construction firm usually: provides and direct its 
own workforce to do a portion of the actual work; supervises the work of subcontracton; 
plans, coordinates, and s u p e ~ s e s  parts or al1 of the construction process; and is responsible 
for completing the work on-tirne, on budget, and in accordance with specifications. 
In considering the hierarchical stmcture of the typical construction firm, Langford and 
Male (199 1). identified three different levels of management (Figure 3.3). The b~stitrrtional or 
strnregic level is concerned with adapting the firm to the extemal environment through 
planning and goal-setting, the organizationul level, where the primary focus is on the lateral 
and vertical relationships within the firm's structure, and the techr~ical or prodtrctio~i level, 
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concerned with transforming inputs fiom the environment into outputs to the environment. 
Each level has to accomplish their different tasks if the firm is to achieve organizational 
effectiveness in the face of uncertainty. 
The production level is concemed very much with the present and getting the job 
done. The concem at the organizational level is one of mediation between the strategic level 
and the technical level as well as maintainhg structural relationships between the various parts 
of the firm or with other extemal entities. There is less emphasis at this levei on the technical 
skills and more on organizational skills such as the ability to handle people, organizational 
structure, systems, procedures and controls. Uncertainty of the construction environment 
requires that the firm operates in two time fiames, the short term when dealing with the 
production level, and the longer term. when dealing with the strategic level. The question here 
is one of s u ~ v a l  and adaptation to the forces of the construction industry. This research 






Figure 3.3 A Mode1 of A ~ i r m ~  
Source: Langford and Male (1 99 1 ) 
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As stated before. a firm could pursue any of the criteria of four models in the 
cornpeting values approach. Analysis dong the values of the four configurations of the 
competing values approach helps in identi*ng the key variables to be included in the model. 
The analysis identifies fourteen variables that are deemed related to the construction firm's 
organizational effectiveness in four general categories (Table 3.1 ): structural; Bexibility, d e s ,  
and replation; person-oriented processes, and strategic means and goals. 
Table 3.1 Dimensions, Categories, and Variables of Effectiveness 
Competing Values Categories of variables Variables 
Dimensions 
Structural 
Structural conteh~ 1. Level of integration in seMces 
offercd 
2. Level of joint venturing. 
partnering. and alliances 
3. Level of subcontracting 
4. Level of multiple project 
handling ability 
5.  LeveI of coordination 
6. Level of information flow 
Flesibility, niles. and 1. Estent of rules and regulations 
regulations 2. Level of adherence to rules 
and regulations 
3. Level of control 
4. Attitude toward change 
Focus internal/esternal Person-oriented processes 1. S trength of culture 
2. Level of workers' participation 
in dccision making 
1. Level of planning 
and 2. ~ e v e i  of goal setting 
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3.3.1.1 Category (1): Stmctural 
According to Daft (1983), fims c m  be defined as multi-dimensional social entities that 
are goal-directed, with a deliberately structured set of interconnected and mutually dependent 
parts that communicate and exist together to stnve for a common purpose in a changing 
environment. The environment of a firm is the set of environmental elements with which the 
firm seek to interact, or has to interact, to accomplish its goals. Firms emphasize the need for 
fighting disorder in their environment and attempt to achieve order (Le. effectiveness) by 
forming effective structures, prornoting strong culture, controlling efficient interna1 processes, 
and devising new strategies to increase their competence. 
What type of structure does a firm need in order to be effective? According to AnsoE 
(1988), the distinct types of responsiveness in which a firm seeks to engage can be used to 
identiS the structure it needs. The types of responsiveness are: operating, cornpetitive. 
innovative. entrepreneurial, and administrative. Ansoff classifies these responsiveness types 
into four basic forrns or structures: the fùnctional operating form which, minimizes the 
operating costs of the organization; the divisional-competitive form which, optimizes the 
organizations profits; the project matrix-innovative form that develops the organizations near- 
term profit potential; and the multistructure-responsiveness form which, addresses the 
different needs in different strategic business areas to develop the organization's long-term 
profit potential. 
Mintzberg (1979), advanced that organizational structure of a firm is detennined by 
interplay of seven forces; direction, efficiency, proficiency, concentration, innovation, 
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cooperation, and competition. Based on the degree of interplay among these forces. he 
identified five types of stmctures or forms that include the simple or entrepreneunal structure, 
machine bureaucracy, professional bureaucracy, diversified stmcture, and adhocracy. The 
simple structure has direct supervision as its prime coordinating mechanism. The key part of 
the firm is at the strategic Ievel and, as its name implies the structure is simple, uncluttered by 
rules and regulations, and has more participative decision-making. This type of organizational 
structure charactenzes small construction firms such as a sub-contractor, employing a few 
workers. 
Standardization of work processes is the prime coordinating mechanism in the machine 
bureaucracy structure. This type of structure typifies large sized general contractor firms 
which, use many rules and regulations, fùnctional departments, and centralized decision - 
making that follows the chain of command. The professional bureaucracy structure has as its 
prime coordinating mechanism the standardization of skills. The production level is the key 
part of the tirm. The majority of workers in this firrn are highly skilled-professionals-with 
considerable work autonomy and decentraiized decision-making. A typical example wouid be 
a tum-key construction firm with construction management seMces as its main core and 
which subcontracts the buIk of the construction work in its contracts to outside sub- 
contractors. 
The divisional structure has as its prime coordinating mechanism the standardization of 
outputs. This type creates a series of relatively autonomous smaller divisions with tùnctional 
structures. Grouping of divisions tends to be by markets. This structure is common in the very 
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large generai contractors finns with divisions serving in the various markets of the 
construction industïy. The adhocracy structure is team based. The teams are highly flexible to 
achieve adaptation and decision-making within the team is decentralized with minimal 
supe~sion. The adhocracy structure is typified by the project structured construction firm. 
Mintzberg argued that there is no one best structural fom for effectiveness and in 
order for a fim to be effective. it has to mode1 itself along one of foms he identified and 
manage its consistency of form. Tatum's (1990). conclusion, that there is no best 
organizational form that a construction firm c m  follow to achieve effective performance, is 
similar to Mintzberg's. Tatum asserted that what's really important is that the construction firm 
must attempt to maintain its effectiveness regardless of the form it takes. According to Pilcher 
(1990) a large percentage of constniction firms are srnall, owner-style run business. The 
emphasis of firms in the construction industry is on producing a product while minimizing the 
risks associated with the effects of a very unstable and variable construction demand and still 
achieve an acceptable level of profits. 
The organizational structure can be described by a number of dimensions that pertain 
to intemal charactenstics of the organization. These dimensions are: formalization, 
specialization, standardization, hierarchy of authonty, compiexity, and centralization. 
Formalization pertains to the degree of documentation of organizational procedures, 
regulations, and policy. Large organizations tend to be more formalized than small ones. 
Secondly, is specialization, which refers to the degree to which organizational tasks are 
subdivided into separate jobs. If specialization is extensive, each worker performs only a 
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narrow range of tasks. If it is Iow, a worker performs a wide range of tasks in his job. 
Specialization is sometimes referred to as the division of labor. 
The third strtictural dimension is standardkation, which is the extent to which similar 
work activities are performed in a uniform manner. The fourth dimension is the hierarchy of 
authority and it describes who reports to whom, and the span of control in the fim. The fifth 
dimension is cornplexity, which refers to the number of activities or subsystems within the 
organization. Complexity refiects the number of vertical levels in the hierarchy, the number of 
departments existing horizontally across the organization and the number of geographical 
locations where it exists. Centraiization in an organization refers to the hierarchical level that 
has authonty to make decisions. When decisions are delegated to lower levels, the 
organization is decentralized and vice-versa. The arrangement of tasks, roles, authority, and 
responsibility gives every organization its unique structure, through which it does its work. 
Throughout the history of organizations, structure evolved in response to the dual challenges 
of extemal diversity of the organizations strategic position, and t heir interna1 complexity . 
According to the four models of the cornpeting values approach. the structural criteria 
used to descnbe the four models are: flexibility, to describe the open system model; stability in 
the intemal process model; planning and coordination in the rational goal model; and cohesion 
and culture in the human-relations model. In Table 3.1, two categories of variables that relate 
to the structural dimension of the construction firm are considered along the values of the four 
models in the competing values approach. These are: structural context; and flexibility, niles 
and regulations. 
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In the category of structural context, the study hypothesizes six variables as important 
attributes that cm be used to indicate how effective the structural component of the 
construction firm is in dealing with its external and intemal environment. This category of 
variables includes: level of integration in services offered by the construction firm; level of 
subcontracting used in majority of work projects; level of multiple project handling ability; 
level of using joint-venturing, partnering, and strategic alliances in project delivery; level of 
inter and intra-organization coordination; and level of information flow inside the firm. These 
are discussed in details as follows: 
1. Level of Integration in Services Offered 
Integration in services is defined as the degree to which a firm does things with in- 
house workers (Hansen, 1987). Porter ( 1 %O), defined integration as "the combination of 
technologically distinct production andor other economic processes within the confines of a 
single firm". Porter discussed two types of integration, forward and backward integration. A 
firm integrates forward when it integrates toward the market it ultimately intends to serve .Le. 
a construction firm building, owning, and leasing retail space to its clients. Backward 
integration occurs when the firm gains control over the supporting businesses in the overall 
process. An example is when a construction firm acquires the ownership of its suppliers, such 
as a concrete ready-mix Company in order to supply its own concrete. 
Hasegawa (1988), stressed the need for construction firms to formulate structures 
based on local market analysis and outlines three approaches; product differentiation, business 
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diversification, and market segmentation. Hillebrandt and Cannon (1990), advocated four 
means of product differentiation for the construction firm. These are: offering a range of 
project management methods; extending into AIE design; extending into financial packaging; 
and extending into facilities management. They recommended the adoption of Total Birîld 
Service where the construction firm guarantees the final cost and completion date of a 
construction project and also gives a warranty on the quality and performance. The Tot& 
Birild Smice also offers facilities management and building management. According to 
Krippaehne et al (1992), a construction firm may integrate forward by perfonning land- 
development services, providing N E  design capability. owning and leasing facilities, and 
offering construction financing. It may aiso integrate backward by offerhg construction 
materials supply and other s e ~ c e s .  
When a firm integrates, it means that the firm is expanding a product or service 
position. As such, integration represents more administrative transactions within the firm's 
structure. Measuring the level of integration of s e ~ c e s  in the constmction firm would gauge 
the effectiveness of the firms' structure in addressing the added structural complexity of 
organization as a result of the integration strategies by the constniction firm in its attempt to 
control the quality and range of its construction product. 
Therefore, it is important to evaluate the level of integration of seMces offered by the 
construction firm, for two reasons. First, because the level of integration influences the 
effectiveness and the strategic flexibility of the firm's structure, especially where firms, with 
integrated services, tend to develop defensive strategies and ngidity in their structures to 
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compensate for increases in risks and potential increases in fixed costs. Second, because it 
underlies the effectiveness of the firm's structure to increase market share and exercise a 
greater degree of control over the quality of the construction product. 
2. Level of Subcontracting 
Construction work, in its conventional form, employs an intensive technology 
(Thompson, 1967) and requires the contribution of a variety of trades. Most construction 
firms obtain business by submitting cornpetitive bids for projects with owner-determined 
specifications. Because of the custom-building nature of the construction process, it is difficult 
to predict the nature of future work and input requirernents. The site-based nature of 
production also makes it highly prone to uncertainties in climate and site-conditions, and 
availability of resources in the local environment in which the work is camed out. 
The use of subcontracting ernerged in construction as a means of coping with these 
uncertainties. Subcontracting is a strategy that has long been used successfully in the 
construction industry. The nature of the industry, construction process, and the construction 
product, allow and encourage construction work to be at least partially perfonned by specialty 
subcontractors who specialize in a certain part or kind of construction process and work. As 
noted by Brensen et al (1984), by passing on some of the risks associated with the 
construction project to subcontractors, the general contractor retains flexibility. 
Subcontracting is used widely by General Contractors construction firms, to Save money and 
time, and to gain strategic flexibility during times of change. 
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Construction subcontractors are usually more specialized and cm do the work quicker 
and for less money than general contractor firms. Eccles (198 la), has show the influence of 
subcontracting in increasing the complexïty of structure in the general contractor construction 
firm. As the level of subcontracting used by the firm increases, the amount of coordination 
information flow, and sub-contract management tasks increases. If the firm's structure is not 
able to address the increased complexity that results fiom utilizing subcontracting, the 
construction fimi's ability to control its work will be lessened. Clarke (1980). argued that 
increased subcontracting has reduced the general contractor's control over the constmction 
process, leading to cost and time overruns. Usdiken et al, (1988), argued that the extent of 
control over subcontractors emerge as a criticai consideration in subcontracting strategy of 
the construction firm. The discussions in the literature suggest that certain organizational 
structural properties are linked to the level of subcontracting used by the particular 
construction fim. Eccles (198 la), for instance showed that construction firms carrying more 
cornplex projects, subcontract more. But Clarke (1980), observed that the construction firm 
faces a dilemma in regard to selecting a suitable level of subcontracting. On the one hand, the 
construction firrns develop their cornpetence in one or two trades, and limit their activities to, 
the winning of projects, and resort to extensive subcontracting. On the other hand. a strong 
cornmitment to in-house production and as, Harrigan (1985) noted, the need to safe guard 
production control, can be a strategy requirements making subcontracting less desirable. 
The rneasurernent of the level of subcontracting used by the construction fim 
underscores the firm' s attitude towards structural flexibility, by risk sharing and enhancing it s 
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costs effectiveness. A construction fim that pursues strategic flexibility rnust have a structure 
that is better suited for contractual arrangements that provide the flexibility of subcontracting. 
Although subcontracting may provide costs effectiveness, it limits the degree of control the 
organization has over its processes. The result of this limitation will be more pronounced and 
negative when the fimi's structure is not able to cope with the added complexity of 
subcontracting. However, when the firm's structure is suited for the proper use of 
subcontracting strategies, it can significantly enhance the construction firrn's flexibility. If a 
general contractor manages a ponfolio of subcontractors who have a broad cross section of 
abilities, the contractor should be able to successfully adapt to changes that may occur in the 
construction marketplace. 
3. Level of Multiple Project Handling AbiIity 
The typical constmction firm is very project oriented and the majority of 
management's functions are thus directly related to individual projects (Rossow and 
Moavenzadeh, 1976). When the construction firm assumes the responsibility for handling 
more than one project at the same time, it increases the complexity of its structure. Thomas 
and Bluedorn (1986). discussed the factors that influence the choice of an authority structure 
by construction firms handling industrial construction projects and productivity. One of the 
influencing factors discussed is the number of projects, or the work load from other projects. 
The level of planning, organizing. control, and coordination, resulting from handling other 
simultaneous construction projects, affect the organizational structure effectiveness in 
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delivenng desired performance in these projects. The relationship between organizational 
structure of the construction firm and project characteristics and its influence on productivity 
and organizationai effectiveness was also discussed by Thomas et al (1982, 1983). 
This variabIe reflects the ability of the constmction firm's stmcture to handle 
simuItaneous work at different locations in order to increase its volume of business and its 
profits (Eccles, 198 1b). The ability to handle multiple simultaneous projects is influenced by 
the organization's ability to deploy necessary resources in a manner that requires accurate 
planning and resource management. Deployment of resources, in different locations at the 
same time requires a suitable organizational structure to handle issues related to control. 
coordination, information flow, and communication. Multiple work projects affect the 
structure of the construction firm and tend to make it flatter, where project managers assume 
more control for their projects than the home-office manager. The rneasurement of the 
multiple project handling ability of a construction firm reflects the degree of success of the 
organizational structure in meeting the demands put on it, for more coordination arnong the 
various sites and home office, for more control of the resources, and for more information 
flow when multiple projects are handled. 
4. Level of Joint-Venturing, Partnering and Alliances 
This variable reflects the effectiveness of the firm's organizational structure in 
integrating with other construction companies' structures when the firm enters in such 
relationships. These relationships are usually entered into by the constmction firm to access 
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new technology, share risks, secure financing, enter new markets, improve cornpetitive 
position, and meet project requirements. According to Badger and Mulligan (1995). 
construction firms tend to cooperate across local boundaries of their structures by forming 
joint ventures, consortia. and by pooling technical expertise, to reduce the level of exposure to 
risk. This is done mainly by establishing collaborative relationships with manufacturers. 
financiers, and other suppliers. The relationships could be called upon when needed. 
Partnering is an emerging tool that influences how the firm links its stmcture with that 
of other organizations to enhance performance. Partnering represents a long-term 
cornmitment between two or more fims for the purpose of achieving specific business 
objectives by maximizing the effectiveness of each participant's resources. A partnering 
relationship has a long-term perspective, builds trust and openness between the partnen, 
encourages innovation, and increases awareness of needs, and objectives of al! partners. 
Partnering forms when a set of independent firms work together to manage the flow of goods 
and seMces along the entire value-added chain in order to improve competitiveness and 
performance. Firms that partner have the coordination and scale associated with large firms 
and the flexibility, and low overhead usually found in smaller firms. 
Partnering is being advocated for construction firms as means of enhancing their 
effectiveness. In construction, the partnering chain could start from collection of raw matenal 
to the ready-to-manufacture matenal phase, to components' production stage, to assembly, 
installation, and site construction, to the final delivered product. Construction is cited as a 
good example where value added partnerships (VAPs) can work very well since, it has been 
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using subcontracting for a long time (Cook and Hancher, 1990). Subcontracting, however in 
its present form, can not be qualified as a partnering relationship because. as Gardiner and 
Simmons (1992) outlined, general contractors usudly hold the subcontractors at am's length 
and attempt to keep any economic gains to themselves. Cook and Hancher concluded that 
construction firms can use effective partnering as a contracting strategy to replace the 
potentially adversanal atmosphere of the traditional bidding methodology. 
5. Level of Organizational Coordination 
Coordination is defined by Petit (1975), as the fitting together of the subtasks needed 
to accomplish an overall objective, Le., the proper functioning of the organization. The 
purpose of coordination is to once again integrate the parts of a task that are separated. due to 
division of work. Coordination occurs in an action and time dimension. The division of work 
breaks up the actions required to perform the total tasks into a senes of linked actions. It does 
so in a time dimension, so certain types of actions precede others. Coordination reunites the 
separate activities, with emphasis on synchronization of effort, which is required for effective 
production. 
Without coordination, the firm's tasks wouId not be realized in an effective manner. 
This is so because workers do not understand how their activities are related to others in the 
fim. They do not see the "big picture" of how things are done clearly enough to know how 
best to integrate their work with other members work and attain the best overall results. 
Coordination is directed by the firm's management. This directed coordination leads to the 
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hierarchical structure of the firm. Activities are linked by putting the workers, who perfonn 
these activities, under the authority of a s u p e ~ s o r  who coordinates the various tasks. When 
the number of workers exceeds the upper limit of the number of subordinates that a supervisor 
can coordinate, the task of coordinating is subdivided among two supe~sors .  This leads to a 
new need for coordination, called second order coordination of the two supervisors frorn still 
a higher level in the firm. As the size of the firm grows, additional Iayers of coordination must 
be added, and the hierarchical structure of the firm is developed. Thus, coordination has a 
vertical as well as a horizontal dimensions in fims (Figure 3.4). In the structural hierarchy, 
coordination becornes cornplex and more difficult. It is impossible for management at the top 
to cope with al1 the coordination problems that corne up through the hierarchy. Therefore, 
vanous formal procedures are used to enhance routine coordinative work (Litterer, 1965). 
- 





V u '  
First-order coordination 
Horizontal Dimension 
Figure 3.4: Horizontal and Vertical Dimensions of coordination3 
3 Source: Petit ( 1975) 
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In brief. coordination is a necessary process that must be performed by the various 
management levels in the firm to ensure that basic fùnctions such as decision making. 
planning, organizing, and control are camed out in a manner that ensures organizational 
effect iveness. 
The measurement of this variable reflects how effective the organizational structure is 
in coordinating its intemal and extemal relationships. It is crucial for the construction firrn, 
especiaily the one which emphasizes plannllig in its m a u r e  to coordinate its activities and its 
relationships in the context of the construction process, especially since construction project 
organizations usually include multiple organizations. Coordination, as a cntena for effectiveness 
would underscore the organization's attempi to utilize necessary means to ensure cooperation and 
proper information ffow, both intemaüy and extemally, respond to intemal conflicts and possible 
problems arising in contractuai reiationships. 
6. Level of Information Flow 
Nearly every management textbook stresses the need for effective communication 
inside the firm in order to achieve organizational effectiveness. Managers and researchers 
agree that information flow processes underlie most aspects of organization functioning and 
are critical to organizational effectiveness. Snyder and Moms ( 1984), studied organizational- 
level performance measures and the relationship between four aspects of information flow 
(adequacy of information about organization policies and procedures, information exchange 
within the work group, management-subordinates information exchange, and feedback 
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information). Their study provided empincal evidence that supported the existence of a 
relationship between a high level of information flow and overall organizational performance. 
According to Fumharn and Gunter (1993). communication of information is a vital 
process in every organization. They added that when the communication of information is 
accurate and effective, an organization can function smoothly. but when there is a failure or 
breakdown in communication, or when information is distorted, there can be serious 
repercussions for the performance of any fim. Information flows in and around the firm and in 
different directions. Information also flows into and out of the firm. Within the firm, 
information flows up fiom lower to higher levels or down fiom higher to lower levels, and 
across levels in the organization. As well as formalized channels of communication, most firms 
contain informa1 channels where information flows between individuals with no restrictions. 
Information flows through informal channels, are sometimes more important and quicker than 
fonnal information flow (Baskin and Aronoff, 1989) 
Dawson ( l989), identified five important characteristics of an ideal information flow: 
1. Accuracy: Message clearly reflects intention and tmth as seen by sender and is 
received as such. 
2. Reliability: diverse observers would receive message in the same way. 
3. Validity: messages are consistent, allows prediction and incorporates knowledge. 
4. Adequacy: Message is of sufficient quantity (detail) and appropnate timing. 
5 .  Effectiveness: message achieves the intended result from sender's point of view. 
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The measurement of this variable will indicate the degree of openness and quality of 
information being comrnunicated fonnally and infonally within the organizational structure of 
the constniction firm. 
3.3.1.2 Category (2): Flexibility, Control, and Rules and Regulations 
In the second category, of flexibility, control, and mies and regulations, the study 
hypothesizes four variables that influence how effective the organizational structure is in 
mediating between the flexibility-control points in the flexibility-control dimension of the 
competing values approach. These include: 
1. Extent of Using Rules and Regulations 
Rules and regulation are a set of guidelines established by the management of the firm 
in an effort to regulate its intemal processes and interactions, and its relationships with the 
extemal environment. Fink, et al (1983) pointed out that al1 firms establish rules, procedures, 
and policies that govem members' behavior in ways that are not covered by other methods of 
control in the organization. In general, a firm aims to have rules and policies that are broad, 
flexible, and subject to change, in order to provide management with the fieedom to involve 
workers (where appropriate) in the process of establishing rules that are functional to their 
jobs and to the overall work effort. Flexible, broad and general niles also allow management 
to modiQ and update d e s  in response to changing demands both inside and outside the 
organization. The extent of using rules and regulations underscores the firm's effort to exert 
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more control on its processes. Measurement of this variable underscores the extent to which 
regulations are being used by the construction firm. in work procedures and evaluation 
2. Level of Adherence to Rules and Regulations 
An important element that affects the effectiveness of established rules and regdation 
is influenced by the level of adherence by workers and management in an organization. Rules 
are no more effective than the willingness of the management and workers to abide by them. 
This is the prime reason why rules are established to be flexible so as to allow management to 
modiQ. update and bend rules when necessary, to suit both the intemal and extemal 
environments. This variable measures how the construction fim (management and workers) 
adheres and complies to rules and regulations established to govem tasks and work processes. 
3. Level of Control 
Intemally focused organizations that value control emphasize stability and control as 
cntena for effectiveness. Control underscores the firm's attempts to exert its influence over its 
processes to achieve stability. Control is a way of making sure that things happen the way they 
are supposed to happen. Control, in an organization is gained through mechanism and 
procedures. A budget is a control device and or how it is used is a control method. Flow of 
activities inside organizations are managed through control systems. A control system is a 
combination of control devices and procedures established and organized to make sure that 
the activities of the organization achieve the intended results. 
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Control systems serve a variety of purposes that include maintaining required task 
rotes, maintaining organizational character, and minirnizing and/or correcting deviations Corn 
established standards relative to quantity, quality, flow of work, costs, and safety. 
The sources of control in firms stem frorn different IeveIs that include: supervisory 
control; self-control; social control (culture); and system control. In assessing the level of 
control, factors that must be considered include degree of control and its affordability (effects 
on the organization costs and profits); sources of control given the nature of the firm and 
people employed by it; the impact of the control system on other organizational activities; 
congmence between control system and organizationai goals and values. 
The measurement of the level of control reflects the degree of control that the 
construction firm tries to exert over its processes in an attempt to ensure stability and quality 
of operations and, hence, organizational effectiveness. 
4. Organizational Attitude Toward Change 
Some fims treat change as an accidental occurrence, while others plan change. Fims 
that persist in resisting change eventually fail. Management in finns, or those who have 
sufficient iniluence on the fim itself. take actions to institute change because they feel a need 
for change. The objective of planned change is to keep the firm viable. Firms, in certain times, 
seek to bring about changes that would: align its structure, improve human resource practices, 
use of new construction processes, enter into new construction markets, or expanding into 
other secton of the industry. According to Curnmings and Worley (1993). effectiveness 
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depends. in part, on how well the firm manages these changes, especially in the face of the 
resistance to change that sometimes occurs without proper management of the change. 
Robbins (1989), discussed the organizational change process in the model (Figure 3.5). He 
described three actions for successfùl change: the unfieeze of the old state; change into the 
new state; and refreezing the new state. Unfieezing is necessary to overcome the pressures of 
both individuals and group conforrnity or resistance to change corn the status quo. Resistance 
can be reduced by communication of the logic of change to workers; increased involvement of 
workers in the process of change, to obtain cornmitment; and giving support dunng change, 
t hrough new training. M e r  change takes place, refreezing represents the smooth 
incorporation of changes into the organization's system, making it more permanent. 
There are a host of factors which stimulate change in firms. These include: strategic, 
structural, cultural, new technology, and management succession. Most of the major 
organizational changes originate from external events. Organizational attitude toward change. 
given the characteristics of the environment, plays a major role in how successful the firm is in 
changing and adapting to challenges in the environment. The change process can be 
considered a success only if the future state desired is achieved; the functioning of the firm 
works as planned; and the transition occurs without undue cost to the firm. 
The measurement of organizational attitude toward change underscores flexibility of 
management and workers in the construction firm, toward instituting change in organizational 
processes, tasks, and work methods in order to bring about improvements to deal with the 
challenges facing t hem. 
Figure 3.5 : A Mode1 For Organizational change4 
3.3.1.3 Category (3): Penons-Oriented Processes 
Evans (1986), listed the focus of attention on human resource management, as one of 
the rnost important factors that influence organizational effectiveness. Sophisticated human 
relations and human resource policies, have been found to be a common denominator in 
successfÙ1 firms (Foulkes, 1980). 
4 Source: Adapted from Robbins ( 1990) 
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The third category of variables in the methodology is based on the dimension of focus 
in the cornpeting values approach and it is represented by how much emphasis the 
construction firm puts on its interna1 organization and persons-oriented processes. Al1 firms 
rnust manage their intemal environments through processes that target their workers. In briee 
firms have to motivate their workers and create the appropriate environments to maintain their 
motivation. This must be done by complementing the traditional authot-ity inside the 
hierarchical structure with procedures and processes to establish and pay attention to human 
relations in order to irnprove the quality of working life. Two variables are identified fiom this 
category that could descnbe the persons-onented processes: strength of organizational culture 
existing in the firm and level of workers' participation in decision making. 
I. Strength of Organizational Culture 
The aims of any firm should be to create an environment in which the objectives of the 
organization, can be most economically and satisfactorily achieved, while at the same time 
providing satisfactory working conditions for the human resources (people) involved. lob 
satisfaction is: the extent to which workers feel satisfied or dissatisfied with work, with their 
place in the organization in relation to colleagues with whom they work and with the 
environment in which they work. 
The relationship between firms that promote cultures with strong ernphasis on the 
persons-oriented processes and performance is well established (Kotter and Heskett. 1992). 
Gordon and DiTomaso (1992), investigated the relationships between culture strength and 
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performance. Their findings supported those of Dension's ( 1990); that a strong culture is 
predictive of short-term future perfomance. Maloney (1989). stated that "managing culture is 
5 the key to organizational eEectivenessY' . Taylor and Bowers (1972)- detennined that 
relationships exist between employee perceptions and attitudes, and firm success. Hansen and 
Wemerfelt (1989), found that a strong emphasis on human resources, and having a strong 
culture are significant predictors of profitability. Therefore, this variable is considered because 
it reflects the internai clirnate of the firm and its strength or weaknesses, which are directly 
tied to performance. 
A review of the literature revealed many definitions of organizational culture. It is been 
defined as that sum of shared values, behavior patterns, symbols, attitudes, and normative 
ways of conducting work that differentiates one organization from al1 others. It is also defined 
as the shared beliefs, ideologies, and norms that influence organizationai actions Deal and 
Kennedy ( 1982). identified key elements that influence organizational culture: business 
environment; values or norms of behavior shared by members of the organization; the ntes 
and rituais to reinforce the values or noms of behavior, and communication and management 
of the cultural network that sustains the cukure. 
Every firm exists within a particular type of business environment and must adapt to 
that environment. The organization must develop expertise within that environment to 
perform effectively. Maloney and Federle (1990). argued that the business environment has 
5 In Maloney. W. (1989) Organizational Culture: Implications for Management. .ASCE Journal oJ 
.\lanqgement Ni engineering. Vol. 5. ( 2 ) .  pp. 137 
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perhaps the largest influence on an organization's culture because it determines what is 
important to the organization. 
Values and norms that are shared by the members of the organization represent an 
important eiernent of culture. Allen and Kraft (1982), stated that noms are needed in an 
organization to guide interpersonal relationships. Deal and Kennedy (1982), asserted that 
workers who upheld good values, make success attainable, provide role models, syrnbolize the 
organization to the extemal environment, preserve and set standards of performance, and 
motivate other workers. Rites and rituals are needed to reinforce the values and norms. 
Several types of rituals are important; communication and social rituals; work rituals; 
management rituals; and recognition rituals. Communication rituals and social rituals concern 
issues such as how people should be addressed in the organization, how people are cultured 
into the organization, and how contlict is settled. Work rituals are the procedures that are 
utilized by members to perfom the work. Management ntu& govem the conduct of manager 
and how and by whom decisions are made or coordinated. Recognition rituals are used to 
illustrate the values the organization seeks to uphold. 
Communication, as an element of culture, not only involves the actual information 
being communicated, but also the interpretation of that knowledge. Maloney and Federle 
(1990). argued that effective communication depends upon what they tenned as the cultural 
network more than on the formal structure because, they reasoned, that most of the 
communication takes place within the cultural network. They added that managing the cultural 
network is the key to organizational effectiveness. Organizations must leam to identiG 
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characters in the network, the rules that govem the network, and how to manage 
communication through the network. Organizations should promote strong cultures in order 
to reach higher level of effectiveness. 
Hendnckson and Tung (1989), argued that in construction, creating a culture that 
prornotes a workers' job satisfaction is a very complex issue. They added that construction 
fims must adopt strategies to lessen the effects of market demand fluctuation and their 
practice of firing and laying off workers as their volumes of work decline. In addition, they 
listed two factors that negatively, influence the strength of cultures in construction firms: the 
method of grouping workers into crews that are s u p e ~ s e d  in a hierarchical fashion (scientifc 
management philosophy); and limitations put on workers' participation in decision making due 
to the low level of training offered by the average construction organization and low ski11 level 
among construction workers entenng the job market. 
2. Level of Workers' Participation in Decision Making 
Decision making, From an organizational perspective, is part of a large process Figure 
3.6). Information must be gathered, and this establishes the parameters of what can be done. 
Once the information is gathered, it must be interpreted. This interpretation is transmitted as 
advice to the decision maker as to what should be done. The decision must be authorized and 
conveyed before it is executed. Refemng to the figure, it can be said that decisions are most 
centralized when the decision maker controls al1 the steps. As others gain control over these 
steps. the process becomes more decentralized. 
Figure 3.6: Organization Decision making Process 
It is oflen difficult, in a firm. to identify who made a particular decision. At first glance 
it would appear that management, who has the final responsibility for taking a particular 
action makes the decision. However, according to Petit (1975), if the formal and informa1 
channels of communication that contribute information to the decision making process are 
studied, it becomes clear that many individuals participate in the process upon which the 
decision is based. 
Why is participation in decision making by workers important to the organizational 
effectiveness of the firm? In addition to speed, which is needed to respond rapidly to changing 
conditions at the point at which the change is taking place (avoiding the need to process 
information through a vertical hierarchy), shanng in the decision making process, can provide 
more detailed input into the decision. If those most farniliar with an issue make the decision. 
more of the specific facts relevant to that issue would be available. Another important reason 
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for an organization to incorporate participation in decision making is the increased motivation 
to workers, by allowing them to make decisions that will affect how they do their jobs. 
A long trail of motivationai theories, beginning with McClelland (1 953). and including 
McGregor (1960). Maslow (1970). and numerous other researchers, leads one to the 
conclusion that workers' participation in decision making contributes directly, and indirectly 
to desired organizational outcornes through three important factors afEecting the workers. 
These are shown in Figure 3 -7 and include job satisfaction, persona1 growth and developrnent. 
and a willingness to change. For instance, high job satisfaction results in lower turnover, fewer 
absences, and slightly lower accident rates. It also leads to a better quality of output and to a 
healthier workforce (Kearney and Hays, 1994). Other research has correlated high levels of 
job satisfaction with reduction in lax behavior to "good citizenship" among workers (Bateman 
and Organ, 1983). 
P~icipation 
in decision making i 
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Figure 3.7: Participative Decision-Making and Workers and Organizational Benefits 
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The job satisfaction that results tiom participative decision making has been also 
associated with stronger organizational commitment which, Keamey and Hays (1994) held 
consists of (a) a willingness of workers to exert high levels of effort on behalf of the firm, (b) a 
strong desire to remain in the firm, and (c) an acceptance of the firm's goals and values. Using 
these and other definitions, researchers have linked organizational commitment resulting fiom 
participative decision-making, to high performance levels, low turnover, and other rneasures 
of organizational effectiveness (Angle and Perry, 1983). 
Borcherding (1 977), explored the relationship between participative approaches to 
decision making and their effecrs on job satisfaction and productivity. On the one hand, he 
concluded that participative decision making is common among construction firms, especially 
those dealing with small size projects, and usually leads to higher productivity. On the other 
hand, he argued that because participative decision making no longer takes place on large 
industrial projects, supervisors, and especially workers in fims handling such projects, lose 
their enthusiasm toward construction work and frequently, work productivity is reduced. 
Maloney ( 1993, 1994), discussed the fact that construction firms in the US. suffer 
declining performance because worker involvement is minimal due to workers management 
practices in most US constmction firms are mainly charactenzed by the scientific management 
philosophy. Furthemore, he argued that, it is important that worker involvement must 
become a way of life and that the greater the worker involvement, the greater the benefits to 
the finn. 
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Schrader (1972). reported that a workers' participation in decision-making leads to 
increased effectiveness and productivity in construction firms. He based his conclusions on a 
study in which the produaivity of a work group that participated in changing work methods 
increased 14 %, as compared to another group that did not participate in the decision-making 
process. In construction firms, he concluded that a hi& level of participation by the workers 
in the decision-making process would eventually result in improved constmction production 
methods, lower resistance to change, and more enthusiastic commitment. 
Schrader also discussed two rasons used by management of construction fims to 
explain their failure to use participative decision-making in a regular fashion: the long penod 
of time required for participative decision-making to becorne effective; and the short length of 
tirne the average worker is employed in construction. He discussed a practical approach to 
participative decision making in construction work crews such as crew performance analysis 
by members of the crew, the use of workers of long standing, plus a crew elected 
representative to help plan methods. This, he argued, would create a sense of involvement in 
the group that would be carried to the crew. He also argued that very little time is required for 
studies of daily construction operations of the crew which are characterized by a low need for 
expertise and coordination beyond the crew. Furthemore, he concluded that construction 
employment is reasonably stable, even though many workers can still be labeled temporary. 
He argued that these workers are, nevertheless, a good source of new ideas and practical 
know-how. 
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Measurement of the level of participation in decisionmaking by workers reflects the 
style of how the construction firm manages its workers and their involvement in decision - 
making to promote cornmitment. Intemally focused construction fimis that value flexibility in 
the assessrnent of effectiveness, are more sensitive to their workers. They allow a higher of 
degree of participation in decision making through a strong culture of tearn work. Intemally 
focused construction firms that value control in the assessrnent of effectiveness, stress 
adequate communication and information management through a strong culture of hierarchy, 
with clear rules and regdations for performance. 
Dnicker ( 1 988), in his information-based organizations approach that enhances 
organizational effectiveness, advocated that workers must be organized as teams. The 
members of teams must do different tasks, participate in decision making and direct 
themselves. In these teams the culture is strong because the workers are ernpowered to do 
their work. The key to effectiveness is that everyone in these task focused teams constantly 
thinks through what information he/she needs or can give to maintain and improve 
organizational effectiveness. 
3.3.1.4 Category (4): Strategy (Means and Ends) 
The fourth category reflects what strategic means and ends is used by the construction 
firm to achieve organizational effectiveness. This category of variables underlie a firm's 
attempts to adopt effective strategies in an effort to increase its competitiveness and adapt to 
its environment. There are common themes in the definition of strategy. Strategy is concerned 
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with the means to meet ends. According to Ansoff (1988). a strategy is also a set of rules for 
guiding decisions about organizational behavior. Strategy c m  be thought of as the firm's 
intent, that is ofien expressed in a plan. The plan states the mission, objectives, goals, and the 
actions required to fulfill them, in the context of the firm's intemal and external environments. 
In business terms, strategy is fundarnentally how to position a firm in its competitive 
environment in a way that allows continuous superior performance to that of others. Strategy 
could be explicit as a part of a formal strategic planning process or an implicit intent across 
the organizational fùnctional dimensions and structures. 
Organizational strategy is typically formulated for three levels: technicaVproduction 
level; business level; and corporate level. A technicaVproduction strategy determines how the 
firm's interna1 operation deals with the transforming of inputs into outputs and is mainly 
concemed with the present and getting the job done. Business strategies are formulated in 
order to position the firm competitively in markets. Corporate strategy identifies the firrn's 
missions and main objectives. The firm's mission is its roisot> d'être. A mission may be 
narrowiy or broadly defined and probably has emanated 6om the founding entrepreneur's 
vision of what the firm should be and it is normally expressed in qualitative terms. A firm's 
objectives stem fiom the mission and is expressed normally in quantifiable terms. 
Two views have emerged on the nature of strategy. The first perspective views 
strategy as a planning mode. A strategy is worked out in advance, is explicit and fims develop 
a systematic and structured plan to meet objectives. The second perspective sees strategy as 
an evolutionary mode. Strategy evolves over time, it is not thought out and planned but it is a 
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Stream of significant decisions. This is the evolutionary mode. or logical incrementalism as 
called by Ansoff (1988). Planned strategy is worked out in such detail that it becomes difficult 
to alter once implemented. An evolutionary strategy, on the other hand, requires the selection 
of the best strategy under a given set of circumstances. It advocates flexibility to be able to 
adapt. This requires caretùl environmental scanning, monitoring, and evaluation. Typicaily, a 
firm's overall strategic posture is determined by a mixture of both. 
According to the competing values approach, externally focused firms that value 
control in the assessrnent of effectiveness, ernphasize planning and goal setting that promotes 
productivity and accomplishment. Therefore. in this category, the methodology hypothesizes 
two variables: the level of planning carried out by the constniction firm; and its level of goal- 
setting. 
1. Level of  Planning 
Planning, as a strategy, is described by Hunger and Wheelen (1993). and shown in 
Figure 3.8. The process includes four main phases. In the first phase, the firm cames out an 
environmentai scan where the firm analyzes its strength (S), weakness (W), opportunities (O), 
and threat (T). This is commonly referred to as 'SWOT' analysis. In the second phase. firm's 
mission, objectives and strategies to achieve them, and policies of strategies are formulated. 
Programs, budgets, and procedures are carried out in the third phase to irnplernent the 
formulated strategies. The last phase includes evaluation and control of strategies. 
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Figure 3.8: Planning Process ~ o d e l ~  
Many researchers discussed the importance of strategic planning to the effectiveness of 
construction organizations, large and small, regardless of the aspect of construction in which 
they are involved. Furthemore- these researchers stress that strategic planning should be 
recognized as an important aspect of the organization's overall activity and requires as much 
attention as routine operations, Warszawski (1994). Betts and Ofori (1992)- Langford and 
Male (1991). advocated the use of strategic planning and management techniques for the 
construction firm to gain organizational effectiveness and hence a cornpetitive advantage. 
6 Source: Adapted from Hunger and Wheelen ( 1993) 
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The rneasurernent of the level of planning by the construction firm underscores the 
firm's attitude toward utilizing planning in routine operations and in adapting to its internai 
and extemai demands in its environment in achieving organizational effectiveness. 
2. Level of Goal Setting 
Bengtsson (1984). reported that goals are indispensable to the effective management 
of construction firms. Naylor and llgen (1984), observed that over 90% of the reviewed 
studies. that deal with goal setting, reported at least some beneficial effects on performance. 
They conciuded that goals can strongly influence performance. and that the process of setting 
goals is an important aspect with respect to work motivation. 
Whatever the firm's ultimate goals, there are a number of means of pursuing each of them. A 
goal of profit can be served by an efficient production activity and a creative marketing and 
bidding program. A goal of safe working conditions cm be promoted through procuring 
equipment with built-in safety features, good maintenance and training of workers, al1 of 
which encourage the workers to follow safe operating practices. 
There are a number of descriptive ways of categorizing goals, Dawson (1992) gave 
the following categories that are typical for a business firm: financial goals, marketing goals, 
production goals, quality goals, technological goals, growth goals, and social goals. SCOU' 
identifies three models: rational, natural, and open system as sources of any organizational 
? In P.S. Goodman and I. K. Pennings. eds.. New Perspectives on Organizational Effectiveness (San 
Fmncisco: Jossey-Bass. 1977). Chap. 4 
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goal. The rational model, in which goals are specified fiom goods, services, activities, and 
productivity levels; the natural rnodel, in which goals emerge reflecting human needs of the 
organization at the different levels; and the open system model, which recognizes 
organizational goals such as adaptability, flexibility in the exchange of resources between the 
organization and its environment. 
Goals are established as necessary consequence of the firm's self definition, its purpose 
of existence, and managing them involves dealing with goal conflicts. These conflicts stem 
from inherent differences in the nature of goals, due to the competition of resources 
associated with having different goals at the different levels of the firm. Firms are normaily 
faced with an enormous number and variety of goals to manage. Generai goals versus specific 
goals; long- term versus short- term goals; organization level goals versus sub-organization 
goals; and high priority versus low priority goals. The ideal situation for a firm is when there is 
congruence among the different types of goals and the firm can cope with situations where 
congruence is not possible and manage the conflict in order to minimize its negative effect on 
the rational goals. 
Two characteristics of such means to a final goal are noteworthy. The means 
themselves constitute ends (goals). First, efficient production does not just happen, rather, it is 
a goal that firms strive to obtain. It is a sub-goal that itself can be pursued through variety of 
means, and these means constitute sub-sub-goals. Each major goal of a firm is the beginning 
of a chah of goals and sub-goals, in which each sub-goal is a means to a larger goal. Second, 
each sub-goal tends to be more concrete and more of a tangible objective than the related 
C h p .  f3)-Methodo/ow 116 
goal. The goal of efficient production activity is more concrete, in the sense that it is a more 
definitive guide for decision making, than is the goal of high profit. According to Fink cf al 
(1983), as one moves dong the means-ends chain, the sub-goals tend to become ever more 
"operational". Thus, one can visualize firm's goals as a tree shaped structure of goals. with a 
mean-ends chain fanning out from each major goal to more operational goals. In Figure 3.9. 
section of a possible means-ends chain of goals for a construction firm is show. 
Vanous perspectives have been given for goal setting strategy in the context of the 
construction fim. Channon (1978). ailuded to goal setting strategy in terms of the extent of 
diversification- Newcombe ( 1 990). also discussed the extent of market diversification, by the 
type of the constructed product, and geographical expansion (Le., spread of activities). 
Newcombe considered four markets: single market, dominant market, related market and 
unrelated market; local, regionai, national, and international- He concluded that construction 
firms start as small. local and single market and gradually grow, mainly through goals 
deliberately set by the firm. 
The measurernent of the level of goal setting by the constniction firm underscores its 
strategy to motivate workers toward effective performance by the achievement of 
organizationai-level goals such as increasing profits levels, increasing costs effectiveness, 
growth into other construction sectors, improving level of process quaiity, improving client 
satisfaction, and increasing workers' involvement. Most of the current literature recommends 
that management strategize to find ways of incorporating these goals into their construction 
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firms to increase performance. Bengtsson (1984), found that the goal of profit within the 
construction firm headed the aggregate reply at al1 hierarchical levels in the fim. 
Figure 3.9: Example of A Goal-Chain For A Construction Firm 
Maloney (1 994). discussed the strategic planning for human resource management and 
stated that the typical construction firm pursues a strict hierarchical method of workers 
management which leads to decreased workers involvement. Therefore, when a construction 
firm sets a goal of increased workers involvement, this indicates the level of importance that 
the firm attaches to changing its traditional hierarchical process of workers management to 
practices that have the potential of worker satisfaction and higher performance. 
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3.4. SUMMARY 
In this chapter, the logic of the proposed rnethodology was first discussed. The 
competing values approach is selected as valid approach. The proposed methodology uses the 
effectiveness criteria in the approach's four ideai models, to hypothesize four categories of 
fourteen variables deemed relevant for examining organizational effectiveness of the 
construction firm. The ideal levels of these variables, represent the levels that a homogenous 
group of construction firms attempts to pursue at a certain stage in their life cycle in order 
rnaximize their organizational effecîiveness. The levels of these variables are used to predict 
the organizational effectiveness of firms depending how close the levels of these variables in 
the firm to the ideal levels. 
Secondly, because the ideal levels of the hypothesized variables are not known, tluee 
main steps were outlined to determine, empirically, a quantitative model. This model relates 
the ideal levels of these variables to a referent measure of organizational effectiveness. The 
process of model development outlined. includes (a) the identification of variables that will be 
used to predict effectiveness according to the criteria of the four ided models in the 
competing values approach; (b) a field study in which the identified variables are 
operationalized, measures constructed, and data collected; and (c) data analysis, model 
selection and validation. 
The rest of the chapter was devoted to discussing the identification of variables. This 
section dealt primarily with how the fourteen variables were identified fiom four categories of 
cnteria relevant for examining effectiveness along the three dimensions of the competing 
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values approach of structure, focus and strategy means and ends. These variables are 
hypothesized to influence the organizational effectiveness of the construction finn, and hence. 
cm be used to predict it. In the first category of structural context, six variables were 
identified that include the level of integration of seMces offered by the construction fim; level 
of using joint-venturing, partnering, and alliances; level of subcontracting; level of multiple 
project-handling ability; level of coordination; and level of information flow. 
In the second category of flexibility, rules and regulations, four variables were 
identified that include the level of niles and regulations used by the fim; level of adherence to 
niles and regulations by management and workers; level of process control; and organizational 
(management and workers) attitude toward change. In the third category of persons-oriented 
processes in the firm, the methodology identified two variables. These include the strength of 
organizational culture and the level of workers' participation in decision making. Finally, in 
the category of strategic means and ends, two variables were identified: the level of planning; 
and level of strategic goal-setting by the firm. 
Measurement scales for the identified variables must be constructed in order to test the 
usefulness of these fourteen variables in predicting the level of organizational effectiveness of 
the construction firm. In the following chapter, measurement of the variables is discussed. 
CHAPTER (4)-OPERATIONALIZATION OF VARIABLES 
4.0. INTRODUcïïON 
In order to perform analysis, to test the study's hypothesis and develop a mode1 of 
prediction, a vdid referent measure of organizational effectiveness must be constructed and 
the fourteen hypothesized variables operationalized. In the first section of this chapter. a 
description of how organizational effectiveness of the construction firm is operationalized into 
a measure that can be used as a referent in data analysis and model building. In the second 
part, measurernent of the fourteen hypothesized variables is described. 
4.1. ORGANIZATIONAL EFFECTIVENESS: A REFERENT MEASURE FOR ANALYSIS 
This research uses the synthesis of the goal model and multiple constituencies 
approach to operationalize a measure for organizational effectiveness of the constmction firm 
to be used in the analysis and model building. This is achieved by incorporating into the 
measure, the three performance domains or goals that are most cornrnonly used to rate the 
achievements of the construction firms, by management and the constituents of the 
construction project. These three domains relate to the firxn's level of performance in 
construction projects. These are: duration of execution, and whether or not the firm 
accomplishes its work tasks without any delays according to the stipulated time schedule in 
the work contract; costs of performance, and whether or not the finn accomplishes its work 
tasks within budgeted costs; and, finally, quality of execution, and whether or not the firm's 
work is within specifications. Table 4.1 shows the effectiveness criteria that the four main 
parties. typicaiiy involved in the construction project use in their evaluation of the 
construction firm. and possible satisfaction indicators that are used to measure these criteria. 
Table 4.1: Constituents' Effectiveness Criteria 
Constituents Effectiveness Criteria Satisfaction Indicator 
Customer Work quality, price. and Satisfactory costs and 
duration quality level, no delays 
Firm' s Owner Project' s performance Within budget, schedule. 
and contractual specs 
Kigh profits 
Subcontractors Contractual relationships Satisfactory transactions 
Public agencies Cornpliance to Codes No codes viofation. 
The most cornmon criteria used by constituents of construction firms to evaluate the 
satisfactions of their goals can be linked to the level of performance in completed construction 
work. Past performance achievement in the three domains can be shown to influence the 
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concems of the constituents as shown in Figure 4.1. The percentage of construction work 
projects that were completed within scheduled time (pl), percentage of construction work 
completed within budgeted costs et), and percentage of construction work finished within 
contractual quality specifications (p3) can be used to indicate how effective the firm was for 
the penod considered in satisfying its goals and those of its constituents. 
Completion within scheduled tirne, would not only satise the goals of the customer. 
but also that of the firm itselc especially if there is an incentive for more profits with timely 
completion. The suppliers and workers of the firm would aiso stand to gain From timely 
completion because of the increased probability that payments and salaries will be made on 
time. In addition, timely completion means that the firm could free its resources and make 
itself available for more work which could bring in more profit and at the same tirne secure 
longer employment for the workers and give its suppliers an opportunity for more work. 
Completion of the work tasks within the scheduled duration or less, also implies that 
no gross code violations occurred. Delays usuaily result fiom work failing inspections and 
firms having to perfonn considerable rework to satisQ clients' specifications and public codes. 
Completion of the work tasks within budgeted costs or iess means that there were no 
cost ovemns that the customer or the firm itself had to incur, through daims or work 
stoppage. This implies that the firm would realize planned profits. It also, irnplies that 
estimates used by the firm in procuring subcontractors and suppliers for part of the work 
were accurate, which means that the transactions with these suppliers were completed 
satisfactorily. Completion of the work with quality, in a rnanner as specified by the contract, 
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would not only sati* the custorner, but also public agencies who monitor the work's 
cornpliance to goveming codes and regulations. In these three domains, past projects 
performance could provide a snap shot of how effective the fim has been in satisfying its 
major constituents. The methodology uses the leveI of past projea performance as a referent 
measure of organizational effectiveness to be used in the analysis. 
As shown in Equation 4.1, the measure is calculated as the average of three 
percentages: percentage of projects that were completed within scheduled duration (pl); 
percentage of projects that were completed within budgeted costs or less @?); and percentage 
of projects that were completed without any claims by customers for defective work or 
excessive rework as a result of bad work quality @). Equal weights are assigned to each 
component of the measure, since it is the assurnption taken here that they are equally 
important in detennining how effective the Ievel of performance is. 
where: 
pl = percentage of projects that were completed within scheduled duration. 
p? = percentage of projects that were completed within budgeted costs or less. 
p = percentage of projects that were completed without any clairns by customers for 
defective work or excessive rework as a result of bad work quaiity. 
4.2. OPERATIONALIZATION OF THE FOURTEEN VARIABLES 
Since al1 the identified fourteen variables can not be directiy observable through hard 
quantitative measures, ratings are used to measure management and workers perceptions of 
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variables' characteristics, aspects, and magnitudes in the fim. According to Fumham and 
Gunter (1 993), aithough perceptions-based measurement are essentially subjective in nature. 
using such measures is just as systematic as using hard measures, and can yield valuable 
organizational data in a quantifiable form that can be treated as hard measures, if proper 
research techniques are used. According to Babbie (1992)- rating can be used to ask the 
respondents to estimate the magnitude (level) of a characteristic or quality that an object 
possesses. Quantitative scores, dong a continuum, such as show by Figure 4.1. have been 
supplied to respondents and are used to estimate the strength of the attitude, perception. or 
belief In other words, the respondents indicate on a scale, the position where they would rate 
the level or quality of the object under question. The ordinal scale arranges objects or 
alternatives, according to their magnitude, in an ordered relationship. The Likert scale is such 
a scale, where respondents indicate their ratings of the anribute under question by checking 
the appropriate number on the scale. 
In the 7 anchor-points ordinal Likert scaie, shown in the figure, the anchor value 7 
indicates a very high level, the anchor value 6 indicates a high level, the anchor value 5 
indicates an above average level. the anchor value 4 indicates an average level, the anchor 
value 3 indicates a below average level, the anchor value 2 indicates a low level. and the 
anchor value 1 indicates a very low level. 
Figure 4.2: 7-Anchor Points Ordinal Scaie 
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Typicdly, there are multiple items (statements) according to which the respondents 
rate the amibutes of the varÏable under question. To measure the level of the variable under 
question, rating for each attribute is assigned a weight, then the ratings are added to determine 
the overall rating. Usually the weights are assumed to be uniform across the various items 
because the prion contribution of each item to the overall level of the variable is not known. 
An example illustrates the above. Suppose there are four items used to measure the various 
attributes of the variable, then the ratings for al1 items are added up and divided by the number 
of items (equal weights are assigned) which is four in this case, to determine the overall 
average rating of the variable. 
Ail variables are measured using summated rating method (Likert method) using a 7 
anchor-points scales that are constructed sirnilar to the one descnbed above. The reason that a 
7 anchor-points scale is chosen rather than one with five or three anchor points. is that a better 
and more accurate rating will result from using such a scale. The strength of culture variable is 
measured using the constant sum scale discussed by Zikrnund (1994) and used by Maloney 
and Federle (1993) in their methodology to assess organizational culture. Constant-sum scales 
are typically used to measure attitudes and they approximate an interval type measure. 
however it is stiII considered an ordinal scale. 
In order to overcome response bias. measurement of variables is based on multiple 
ratings and two different levels of workers within the construction fim. Multiple ratings are 
solicited from the managerial level and fkom the workers' level. Ratings obtained from the two 
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different levels in the firms are first aggregated and then averaged within each firm in order to 
create organization-level scores. 
For each variable, the research generated a number of items that retlect the various 
aspects of the variable without emphasis on any one. Multiple items are used for each variable 
because they constitute a more reliable measure than individual items. Each item can be 
thought of as a "measure" in its own right, of the strength of the variable in that aspect. 
Theoretically, according to Devellis (1991), the universe of items is assumed to be infinitely 
large, and that preciudes any hope of identifying it when items are developed to measure 
constructs or variables. This research attempted to identify multiple items for each variable or 
construct that exhaust the possibilities for types of items that capture the essence of the 
variable. Items that are used to operationalize and the measurement of the fourteen variables 
are as foilows: 
4.2.1. Level of Subcontracting 
The level of subcontracting used by the construction firm is assessed in thirteen areas 
that rate the extent to which in a typical construction project, architectural and construction 
activities are entnisted out to other firms. The scale used to measure the level of 
subcontracting by the firm asks the respondent to rate the extent to which, in an average size 
project, the following activities are entrusted out to other firms: 
1. Design and planning. 
2. Site work. 
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3. Substructure. 
4. Superstmcture (skeleton). 
5 .  FIoor systerns. 
6. Interior wall system. 
7. Exterior wall systern. 
8. Roof systems. 
9. Masonry work. 
10.Metal work. 
1 1 .Electncal system. 
12. Mechanical systems. 
13 .Finish work. 
4.2.2. Attitude Toward Change 
Organizational attitudes toward change is assessed using a 7 anchor-points Likert scale 
that ranges from strongly agree '7' to strongly disagree ' 1  '. Eight areas are addressed that 
deal with the following: 
1. Level of accepting changes by the workers and their ease in accepting changes in 
organizational processes. 
2. Level of viewing changes as an effon to improve processes by the workers in the 
construction firm, 
3. Level of eagemess exhibited by workers to understand changes in processes. 
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4. Level of eagemess exhibited by workers to adopt alternative work methods in case 
of adopting new work processes. 
5. Level of encouragement exhibited by management for needed organizational 
change. 
6. Level of changes based on regular processes reviews by management. 
7. Rate of introducing changes to improve processes that keeps Pace with 
improvements by other organizations in related fields. 
8. Level of achieving the resumption of smooth operations in a reasonable tirne period 
once changes are introduced in the firm. 
4.2.3. Extent of Rules and Regulations 
The extent of rules and regulations variable is assessed using a 7 anchor-points Likert 
scde that ranges from vety extensive regulation '7' to very little regulation '1 '. Four areas 
that relate to the extent of using reguiation in work procedures. instruction. and evaluation by 
the construction firm are addressed and they are as follows: 
1. Extent of using rules and regulations in management of al1 work processes. 
2. Extent of using rules and regulations in instructions and procedures for perfoming 
work tasks. 
3. Extent of using rules and regulations in work evaluation. 
4. Extent of using rules and regulations to control management and workers' actions. 
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4.2.4. Level of  Adherence to Rules and Regulations 
The level of adherence to d e s  and regulations variable is assessed using a 7-point 
Likert scale that ranges from very strict adherence '7' to very Little adherence ' 1 ' . Assessrnent 
is performed in three areas that relate to the level of adherence to mies and regulation by 
management and workers of the firm and they are as follows: 
1. Level of adherence by management of the construction firm to established rules. 
regulations, and procedures. 
2. Level of adherence by workers to established rules, regulations, and procedures. 
3. Level of adherence by the firm to established rules, regulations, and procedures that 
govem relationships with extemal entities such as suppliers, subcontractors. other 
partnen and allies. 
4.2.5. Level of Control 
This variable is measured using a 7 anchor-points Likert scale, that ranges from very 
high '7' to very low ' 1 '. Level of organizational control is assessed in the following areas: 
1. Level of using documentation and formdized rules, jobs descriptions, and work 
procedures in dl organizational processes. 
2. Level of using control systems to standardize outputs. 
3. Level of controlling al1 organizational processes to meet quality standards. 
4. Level of using control tools and methods by management in monitoring processes' 
quality. 
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5. Level of using various methods to check, monitor, and update progress of al1 work 
activities to ensure that production is within target schedule and budgeted costs. 
6. Level of maintaining smooth operations in al1 organizationai processes. 
4.2.6. Level of Integration In Services Offered 
Measurement of this variable is performed by using a 7 anchor points scale that asks 
the respondent from the management level to rate the firrn according to very high level '7' to 
very low ' 1 '. The level of integration in services ofFered by the construction firm is assessed in 
five areas that rneasure the level of integration ugstream or downstrearn of the construction 
phase in the construction process as described by Sanvido (1988). These five areas are 
assumed to have equal weights in determining the overall level of integration in the firm and 
they are as follows: 
1. Extent of senices offered by the organization in the AIE design field. 
2. Level of self owned construction materials supply. 
3. Level of construction financing services offered to clients. 
4. Operating and maintenance seMces offered by organization to its clients. 
5. Extent of providing constniction management services. 
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4.2.7. Level of Joint-venturing, Partnering, and Alliances 
The level of joint venturing, partnering, and alliances is assessed in four areas that 
measure the degree of utilking such contracnid rnethods by the construction finn in project 
delivery and the quaiity of entering such relationships. These are as follows: 
1. Level of developing these relationships with other organizations. i.e. suppliers, 
subcontractors, general contractors, AIE consultants or any other related fields. 
2. Level of improvement in qudity and cost of performance when these 
relationships are used. 
3 .  Level of accepting contracts that requires joint venturing agreements. 
4. Level of maintaining the quality of these relationships with other firms if any in a 
positive manner. 
4.2.8. Level of Multiple Projects Handling AbiIity 
The level of multiple project handling ability is measured in five areas that assess the 
construction fim's abiliîy to perform satisfactonly when assuming multiple projects 
responsibilities. The 7 anchor-points scale, from strongly agree '7' to strongly disagree ' 1 ' is 
used to measure this variable by asking the respondent to rate the statements regarding the 
following aspects of multiple project handling: 
1. Absence of any noticeable negative changes in quality of organizational processes 
when the organization assumes the handling of multiple projects. This is emphasized 
because any negative changes would indicate poor handling by the organization. 
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2. Organizational structure suitability for handling simultaneous projects' 
responsibilities. 
3. Acquisition of needed resources (Iabor, equipment, material, capital) for handling 
multiple projects in a reasonable and timely manner. This is an important 
consideration in rating this variable because it shows whether the firm can acquire 
the necessary resources to carry out its responsibilities in a satisfactory fashioa or 
not. 
4. Frequency and size of multiple projects handled simultaneously by the firm. 
Regularity indicates, to some degree, that the firm has the capabilities to deal with 
complex organizational issues involving multiple projects handling. 
5. Level of satisfaction of the various projects' constituents when the construction firm 
is handling multiple projects simultaneously. 
4.2.9. Strength of Organizational Culture 
Culture has been defined as coherence (Deal and Kenndey, 1982; Weick 1985); as 
hornogeneity (Ouchi and Price, 1978); as stability and intensity (Schein, 1985); as congmence 
(Schall, 1983); as intemalized control (DiTomaso, 1987). While there are many definitions of 
culture, very few researchers tried to operationalize it. These various researchers seem to 
consider cultural strength a function of some combination of the following: who and how 
many accept the dominant values in the finn; how arongly, deeply or intensely the values are 
held; and how long the values have been dominant. Gordon and DiTomaso (1992), 
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operationalized the strength of culture by the consistency of survey responses, across work 
groups within the firms, ro questions that dealt with eight cultural factors. These were: clarity 
of strategy/shared goals, syaematic decision-making, integration and communication. 
innovation/n'sk-taking, accountability, action orientation, fairness of rewards. and 
development and promotion h m  within. They defined consistency as the inverse of the 
variance in questionnaire responses (the degree of gap between the different perceptions). 
Based on this method, the degree of agreement on cultural characteristics across respondents 
is related directly to performance. As mentioned in chapter 2, Maloney and Federle (1993). 
discussed the degree of gap between perceptions of cultures by managers and their 
subordinates in construction and engineering organizations, as an indicator of the state of 
effectiveness in the units studied. This study adopted the questionnaire developed by Maloney 
and Federle to rate the arength of overall culture in the firm. The main reason for using 
Maloney's and Federle's questionnaire is because the way it is constructed. In line with the 
competing values approach, Maloney's and Federle's ratings method considered that different 
types of cultures can be equally effective while other methods did not ailude to this factor. 
The strength of organizational culture variable is thus rneasured using the constant 
method scale developed and used by Maloney and Federle. The scale contains statements 
about culture's six major aspects of dominant organizational charaaeristics: organizational 
climate. success factors, organizational glue. leadership style, and management style. In each 
area, four statements are given, with each describing one of the four types of cultures in the 
ideal configurations as identified by the competing values approach. The respondent is asked 
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to rate the firm according to how similar the situation is inside the firm to that description, by 
dividing 100 points arnong the four statements. The division is accomplished by distributing 
more points to the statements that describe very closely the situations inside the firm. if the 
situation inside the fim resembles only one of the statements, then al1 100 points are assigned 
to that statement, if two statements describe the situation equally, then 50 points are given to 
each statement. If al1 four staternents descnbe the situation equally, then 25 points are given to 
each etc. Ratings are added for each of the four types across the six areas and averaged. 
Scoring the strength of culture is done then by identi@ng the minimum deviation in 
perceptions between management average total and the workers' average total across the four 
types of culture. The degree of deviation in perceptions of culture across the four types is 
convened to a measure of cultural strength on an ordinal scale with 7 "very strong" to 1 "very 
weak" using the expression in Equation. 4.2 below. Maximum possible deviation is 100 
points. A deviation in perception of this magnitude corresponds to a very low rating of 1 on 
the 7 anchor-points Likert scale, indicating a very weak culture. Therefore. it follows that 
when the deviation is approximately zero, the corresponding rating on the Likert scale shouid 
be very high or very strong '7'. Therefore each. 10017 or approximately 14 points of deviation 
in perception. equal one point reduction on the 7 anchor-points Likert scale . 
Rating using a 7 anchor points Likert scale = 
where 
l~ml ~ e v l  = absolute value of total deviation between workers' 
and management' s overall culture perceptions 
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4.2.10. Level of Workers' Participation In Decision Making 
The level of workers' participation in decision-making in the construction firm is 
assessed in seven areas that measure the degree and quality of participation in decision-making 
by workers. These relate to the following: 
the degree that decision making responsibilities is based on sharing and 
participating among al1 workers in each organizational unit and across al1 units. 
the level that management encourages workers to initiate and take decisions 
concerning work processes. 
the level that management encourages workers to participate in decisions making 
by soliciting their input and ideas regarding al1 organizational processes. 
the level that management consults with workers before making decisions 
concerning work processes. 
the level that decisions making within organizational units is actually based on 
consensus of dmost al1 workers or their teams. 
the level that workers in the organizations are not penalized for wrong decisions 
but are encouraged to take responsibilities for their actions in a constructive 
rnanner. 
the level that positive workers' attitude exist in the organization towards 
participation in decisions making responsibilities as evident by their volunteenng 
of opinions in decisions makinn. 
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4.2.1 1. Level of Coordination 
The level of inter- and intra-organizational coordination activities is assessed using a 
scale that ranges fiom very highly coordinated '7' to very little coordination ' 1'. The fim's 
level of coordination is assessed in five areas that mesure the following : 
1. Level of coordination in activities that govem work flow in a11 organizational 
processes. 
2.Level of coordination of work relationships inside the various organizational units. 
3 .Level of coordination of work relationships among the various organizational units. 
4. Level of coordination in activities concerning problem and conflict resolution in and 
among organizational units. 
5 .  Level of coordination in activities concerning work relationships between the 
construction firm and its subcontractors, suppliers, allies, and partners. 
4.2.12. Information Flow 
Information flow (opemess and quality of communication) is assessed in six areas that 
was addressed by Guevara and Boyer (1 98 1 ), to test problems in quality and openness of flow 
of information within construction finns both vertically within the organizational hierarchy and 
laterally across organizational units. 7 anchor-points scale of strongly agree '7' to strongly 
disagree ' 1 ' is used to rate the following: 
1. Level of noticeable interruptions in 80w of information, both vertically within the 
organizational hierarchy and Iaterally across the organizational units. 
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2. Level of accuracy of information being communicated across al1 levels of the firm 
and associated level of distortion in communicated information. 
3. Level of regularity and sufficiency in infornation quality and quantity, 
communicated inside the firm. 
4. Level of accessibility and availability of information when needed by workers. 
5. Level of regularity and timeliness of feed-back information about organizational 
processes and work tasks. 
6. Level of quality and quantity of information flow with extemal entities sharing in 
work relationships. Le., other firms, suppliers, subcontractors. and partners. 
4.2.13. Level of Planning 
Level of planning by the construction firm is assessed in four areas that relate to the 
following: 
1. Level of planning used by management to develop strategies to achieve stated 
general business goals and process quality goals. 
2. Level of regularity of the planning process. 
3. Level and frequency of scanning the interna1 environment (intemal organizational 
audits) of the firm in development of planning strategies for improvement of 
intemal organizational processes. 
4. Level of using strength, weakness, opportunities, and threats (SWOT) analysis in 
development of planning business strategies for the firm. 
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4.2.14. Level of Goal Setting 
The level of goal setting is assessed by the level of importance the construction firm 
attaches to goal setting in six major areas that deal with the following goals: 
1. Increasing profit levels. 
2. Increasing costs effectiveness. 
3. Growth into other construction sectors. 
4. Improving level of process quality. 
5. Improving client satisfaction. 
6. Increasing workers' empowerment. 
A measure of organizational effectiveness of the construction firm is developed to act 
as a referent, against which organizational effectiveness is judged in the analysis and the 
developrnent of the methodology. It is determined by the average level of performance over 
the last five years of operation and is calculated as the average percentage of percent of 
projects completed within scheduled time or less, percent of projects that were completed 
within budgeted costs or less, and percent projects that were completed without claims and 
within acceptable levels of compliance to clients specifications. 
The fourteen variables were operationalized and scales for their measurement were 
developed. Likert scales were constructed for measurement of al1 the identified variables 
except for the strength of culture, which was measured using an existing scale. Al1 other 
variables were measured by multiple items scales that rate the magnitude of the important 
attributes for each variable. 
CHAPTER (5)- FIELD SURVEY: QUESTIONNAIRE DESIGN, 
ADMINISTRATION, AND DATA COLLECTION PROCEDURES 
5.0. INTRODUCTION 
The first part of the chapter covers the design of the questionnaires used to collect 
data needed for mode1 development. In the second part, survey and data collection procedures 
are discussed. 
5.1. QUESTIONNAIRE DESIGN 
Two types of self administered questionnaires were used in this research (appendix A). 
A questionnaire that targeted management of the construction firm and a second one that 
consists of only parts of the first one and is targeted at the workers level in the firrn. The 
reason that a single questionnaire was not used in this survey was because a number of 
questions regarding data concerning the firm could not be answered at the workers' level. For 
example the scales that measured the level of subcontracting, level of integration in seMces 
offered, level of planning, and level of goal-setting were omitted form the workers' level 
questionnaire. This is also the case concerning values that had to be 
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extracted fiom fim's records by management conceming performance relating to time of 
execution, costs, and quality levels of projects handled in the past by the construction finn. 
In designing these questionnaires to collect the necessary data for the variables of the 
study, as discussed in the last chapter, Likert scales were mostly used. Each scale is composed 
of vanous items that attempts to measure the underlying attributes of the particular variable. 
The number of items in each scale is given in Table 5.1 Each item is represented by a 
statement to which the rater couid indicate his rating according the scale associated with the 
variable. Statements of items in al1 the scales were made as clear as possible to facilitate 
response by rater in indicating his attitude about the items in his respective firm. Open ended 
questions were strialy avoided which eliminated the need for coding of answers by 
respondents and raw data collected were transferred directly into a cornputer format. In the 
interest of being unarnbiguous and precise, items were made as short as possible so the rater 
could understand without any misinterpretation and respond quickly without any difficulty. 
5.1.1. Questionnaire Construction 
Babbie (1992) discussed the importance of the fonnatting and arrangements of items 
in self adrninistered questionnaires and points out that the format of the questionnaire is just as 
important as the nature and wording of the statements used in acquiring the ratings. Based on 
his recommendations, the questionnaire used by this research in the data collection were 
constructed to be uncluttered, spread out, and of reasonable length. 
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Table 5.1: Types of Measurement scales and Number of Items 
variable type of scale used No. of items 
level of subcontracting Likert scale with 7 anchor 13 
attitude toward change 
extent of rules and 
regulations 
adherence to rules and 
regulations 
level of control 
level of integration in 
services offered 
level of joint-venturhg, 
partnering, and alliances 
multiple project handling 
ability 
strength of organizational 
culture 
workers' participation in 
decision making 
level of coordination 
level of information flow 
level of planning 






(divide IO0 points among 
four statements per item) 






Items in each scaie were ordered to begin with the simplest and most interesting 
statements to motivate the respondent to give viable answers and avoid response-set among 
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the respondents where answen are pattemed f i e r  each other. This could happen especially if 
the set of statements began with several that indicated a particular orientation. 
Scales were ordered by arranging the items relevant to each variable together. 
Variables were not given names in order not to bias responses. Each variable was assigned a 
code number. Clear basic instructions are given using phrases as to exactly how to use the 
scales in indicating the appropriate rating of the items under question. An example is the 
instruction used in scale used for measuring the level of goal setting variable where the 
respondents were first told exactly what is the intention of the scale i.e. to rate the importance 
of setting the specific goals listed then they are informed how the scale works in assigning the 
appropriate rating i.e. that each described goal should be assigned a rating from highly 
important (7) to highiy not important (1). 
Since the firms considered in this study are comprised h m  ICI firms operating in the 
Saudi Arabian construction industry, the questionnaire was constructed using Arabic and 
English languages (appendix A shows English version). This is so because of the nature of 
finns operating in the Saudi theater. Although al1 fims surveyed are Saudi owned. it became 
apparent that provision of questionnaires in both languages is a must because there are some 
managers and workers that are non-Arabic speaking. In the survey, in some cases, both 
management and workers of a number of firms surveyed used the questionnaires which were 
*en in Arabic and in other firms, only management used the questionnaires written in 
Arabic and worken used the version written in English. In a small number of firms surveyed, 
both management and workers used the questionnaire written in English. 
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5.1.2. Questionnaires Administration 
5.1.2.1. Number and Levels of Respondents 
The questionnaires are designed as self-administered. In each organization, three 
workers' level questionnaire and two management's level questionnaire are disttibuted to be 
filled out. As seen in Figure 5.1 the management level questionnaire is used to collect ratings 
from two different people. The first must be fiom a higher management position in home- 
office Le. manager of operations, and the second is fiom the management ranks in the field 
operations i.e. field project manager. In the second type that targets the workers' level in 
surveyed firms, three field workers' responses are solicited. These three workers are to be 
chosen randornly and must be at the skilled worker level. 
There are two main reasons for seeking responses fiom two levels in the firm. The first 
and mon apparent is to avoid response bias in measurement of organizational attributes. This 
is achieved by averaging and aggregating the ratings fiom the two levels when calculating 
variables' scores. The second reason pertains to the measurement of cenain variables such as 
strength of culture where the gap in perceptions of the two levels was used to amve at an 
aggregate score of the variable for the firm. In order to measure response consistency, 
Denison (1990) used the inverse of the variance (gap) in questionnaire responses across work 
groups within firms. Gordon and DiTomaso (1992) used the deviations in perceptions of 
different levels of work groups within fims to measure adaptability and stability. 
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Figure 5.1: Level and Number of Questionnaires6 Respondents 
5.2. SURVEY 
5.2.1. Design 
Zikrnund (1994) described five stages in selection of a sample for field studies which 
include defining the target population, selecting a sarnpling fiame, determine if a probability or 
non probability sarnpling will be used, detennine sample size, and select actual sampling units. 
As mentioned before, the target population of this study is al1 construction fims operating 
primarily in the institutional, commercial, and industnai sectors of the construction industry 
limited to the Saudi Arabian markets and been licensed to operate in these sectors for the last 
ten years. This may represent a limitation to generalize the research results to other firms that 
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have just sîarted operating in ICI construction and for other ICI firms operating in different 
regions of the wodd. However, regardless of the regional dserences between industries 
between the difEerent countries in the fiee world, due to its nature, construction firrns 
operating in these industries ail1 share many characteristics which lessen the impact of 
focusing the study ody on one market. 
As a sampling fiame, the Saudi Ministry of Commerce's official commercial register' 
was used to identiQ construction firms that are classified as ICI fims operating in Saudi 
Arabia. Therefore, this study only considered those firms that are oficially registered as such 
and have the appropriate licenses to operate in such capacities and been Iicensed for the last 
10 years to handle contracts in ICI constmction. The sampling h e  contains many types of 
construction firms: general contractors (GC) type fims; speciaity subcontractors type firms in 
ail types of electncal, mechanical, petro-chernical, and industrial installations, and turn-key 
constructors. 
The sampling frame contained more than 500 firms. This number represents the firms 
that define themselves publicly as exclusively operating in one type or a combination of the 
three types this research is focused on. A number of these fims have regional offices in large 
cities of the country and had local branches in smaller ones. The actual number of firms who 
are performing ICI work rnight be higher, however the bulk of their activities are focused on 
other types of construction such as residentiai. building, and heavy construction. 
1 See the Saudi Esclusive Companies Directoq 1994. Shrooq Publications. Jeddah. Saudi Arabia 
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A sample size of approximately 30 percent or 150 finns was chosen fiom the total 
number of firms in the sampling m e .  It was felt that this sample is sufficient to represents 
the various characteristics and environments existing in the industry. More than 200 
construction h s  operating in the ICI sectors of the Saudi construction industry were initially 
contacted to seek agreement to participate in the study and to ensure sufficient nurnber of 
responses. However only 120 fims or approximately sixty percent of those firms contacted 
agreed to participate in the survey. 
The firms were selected randomly from the sampling M e .  This was done by 
arranging a list of ail names in the sampling fiame in a random manner based on the first and 
last letter of the name of the organization. Then the names were selected based on the position 
of the name on the list where every third name was chosen. This last step was repeated until 
the desired number was chosen. Once the firms in the survey were identified. management in 
each firm was contacted personally in order to explain the purpose of the research and its 
goals. Foms of the questionnaires were given rnanually to the management and passed to 
three field workers at work sites, randomly identified by the management. 
5.2.2 Procedures 
The first thirty cases were administered penonally by the author over a period of three 
months to firms selected randomly from the list of chosen ICI construction firms. During this 
period extensive preparation were taken, where in each case, multiple visits were necessary to 
allow management the opportunity to review their records and to arrange for a final meeting 
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with al1 respondents in some cases to discuss the language used in the questionnaires and any 
misinterpretations that may be encountered. This was prirnarily done to eliminate problems 
concerning language used and misinterpretations by prospective respondents. As a result. 
minor adjustments were made in the format and language used. 
The distribution of questionnaires to the rest of the cases chosen was performed 
manually where the questionnaires were delivered to management with a cover letter 
explainhg the administration procedures. Follow-ups through Facsimile and telephone 
conversations ensured the collection of remainder of questionnaires distnbuted. 
5.3 DATA COLLECTION 
As stated before the first thirty records were collected manually in person by the 
author. Due to time constraints, al1 possible number of remaining records were collected 
within two months penod through facsimile and regular mail afler telephone follow-up. 
Upon checking and decoding the questionnaires with the rnarked scales. the results 
were tabulated using a commercially available spreadsheet software. Firms' records with any 
rnissing data were deleted. Only complete records are considered by this study. Although, 
some researchers are of the view point that records with rnissing data, stiil could be used by 
substituting average values in place of missing values, in this study, it was decided to reject 
any record with rnissing data because of the difficulty of determining how much missing data 
warrants acceptance or rejection. As a result. ody the cornplete records of seventy one 
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percent of those agreed to participate in the survey or eighty six records were deemed 
satisfactory to use to develop and test the desired prediction model. 
5.4. SUMMARY 
Based on the operationalization of variables in the last chapter. scales for their 
measurement with various number of items are constructed in two types of questionnaires 
These two types solicit perceptions from management and workers levels in the construction 
firm in order to collect necessary data to perform analysis and modei building. testing and 
validation. Requirement of five responses from each finn is necessary to avoid bias in 
perceptions and improve reliability of data collected. 
Survey design and procedures are discussed. ICI firms surveyed by the study were 
firms licensed for operating in the Saudi Arabian construction market for the last ten years and 
maintainhg operations for the last five years. A total of eighty six data records were deemed 
complete and satisfactory for use in data analysis and developing and validating the desired 
prediction model that is discussed in the next chapter. 
CHAPTER (6)- MEASUREMENT AND DATA ANALYSIS 
6.0. LNTRODUCTIOff 
In this chapter anaiysis of collected data and results are presented. In the first part 
reliability of scales used in measurement is discussed. In the second part, descriptive statistics 
and intercorrelation analysis of the fourteen independent variables and the dependent variables 
are presented. 
6.1. MEASUREMENT 
6.1.1. Reliability of Measurement Scales 
Ghiselli et al ( 198 1 ), considered reliability the fundamental issue in measurement . 
Devellis (1991), defined scale reliability as the proportion of variance attributable to rhe true 
score of the variable to be measured by the scale. An assessrnent to test the reliability of using 
the conaructed d e s  in measurement of the variables was performed. This was accomplished 
in two steps. First, the scales were used in measurement dunng data collection. Second, the 
data collected by each scale were checked for reliability using the widely used measure of 
reliability cailed the internai consistency method (Carmines and Zeller, 1979). 
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6.1.1.1 The Internal Consistency Method 
Internal consistency is typically equated with Cronbach's (195 1) coefficient alpha (a). 
This method gives a value similar to Cronbach's alpha measure. Alpha measure is examined in 
some detail for several reasons. First , it is widely used as a measure of reliability. Second, an 
exploration of the logic underlying the computation of alpha provides a sound basis for 
showing how it measures reliability. 
Varïability in a set of scaie's items scores can be atuibuted to two sources. Either as 
the result of actual variation that the scale measures (Le. true variation in the variable). or the 
result of error in the scde. Another way to think about this is to regard total variation as 
having two components: "signai" (Le., true dserences) and "noise" (Le., score differences 
caused by everything else) . Computing alpha measures as explained in next sections partitions 
the total variance among the set of items in a scale into signal and noise components. The 
proportion of total variance that is signal equals alpha. Thus, another way to think about alpha 
is that it equals I -enor variance. 
To understand intemal consistency more fully, it helps to examine the covariance 
matrix for a multi-items scale. A typical covariance matrix for three items scale that measures 
a variable (X) is shown in Table 6.1. A covariance matrix is a more general form of a 
correlation matrix. The diagonal elements of the covariance matnx are variances (i.e., 
covariances of items with themselves-just as the unities dong the main diagonal of a 
correlation matrix are variables' correlations with themselves. The off-diagonal values are 
covariances, expressing relationships between pairs of items scores. Using the customary 
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syrnbois, the covariance rnatrix of three items that, when added together, make up a scale that 
measures a variable (X) is shown in Equation. 6.1. 
Table 6.1: Typical Covariance Matt-ix 
Item (1) Item (2) Item (3) 
Item(1) Var, COV, COW 3 
Item (2) Cov, Var2 Cov3 
Item (3) Cov13 Cov3 Var, 
(Eq.) 6.1 
What can this rnatrix tell us about the relationship of the individual items to the scale 
as a whole? The covariance matrix bas a number of useful properties. Among these. is the fact 
that adding all of the elements in the matrix together (i.e., summing the variance, which are 
along the diagonal and the covariances off the diagonal), gives a value that is equal to the 
variance of the scaie as a whole (assuming that the items are equally weighted). So, if the 
terms are al1 added up, the resulting sum would be the variance of scale (X)  or (al). 
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Alpha (a), is defined as the proportion of a scale's total variance that is attributable to 
a common source, presumably the tnie score of the variable underlying the items. Thus. to 
compute alpha (a) ,it would be usefûl to caicdate a value for the scale's total variance and a 
value for the proportion that is "common variance". 
Al1 variation in items that is due to the variabIe, X, is s h e d  or common. The term 
"joint" is used to describe this variation. When X varies, as it would, for exarnple, across firms 
having different levels of the variable X, scores on al1 the items will Vary with it because it is a 
cause of those scores. Thus, ifX is high, al1 the items scores will tend to be high; if X is low. 
they will tend to be low. This means that the items will tend to Vary jointly. So. the underlying 
variable affects al1 of the items and, thus, they are correlated. The error terms, in contrast. are 
the source of the unique variation that each item possesses. Whereas al1 items share variability 
due to X, no two share any variation fiom the sarne error source under measurement 
assumption. 
Each item's score in a scale varies as a hnction of the shared variation with other 
items due to variation of the underlying vanable and the unshared variation as result of error. 
It follows that the total variation of a scale measuring a variable (X) as a whole must be a 
combination of these two sources. According to definition of reliability (Devellis. 199 l ) ,  alpha 
(a) equals the ratio of comrnon-shared variation to total variation. 
Now, consider a n-item scale that measures a variable (X) whose covariance matrix is 
as folIows: 
The variance (cf) of the n-item scale equals the sum of d l  matrix elements. The 
entries along the main diagonal are the variances of the individual items represented in the 
matrix (the variance of the i th item is s i d e d  as (O: ) with itself as a result from computing 
the sampled scores from the sample. Each represents variation that is unique to that single 
item. Therefore, the sum of the elements along the main diagonal, of , is the sum of 
variances of the individual items with themselves. The covariance elements between the 
variables represents joint variation. Thus we can express the ratio of unique or non-joint 
variation to total variation in X as: 
It follows that alpha as the proportion of shared or joint variation, is the complement 
of the ratio above which equds as follows : 
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To adjua for the number of items (n) in the scale and limit the range of possible values 
for alpha (a) to between 0.0 and 1.0, theoreticdy, the expression above is multiplied by 
(n/n-1) which results in Equation (6.2). It is clear that the number of items (n) in a scde, that 
attempt to rneasure the various attributes of the underlying variable, affect the reliability of the 
scale. This expression for alpha measures was used in this research to calculate reliability of 
scales used to measure ail the variables, except for the strength of culture. 
As an exarnple of using the method descnbed above to compute an alpha value for a 
scale used by this methodology, the covariance matrix computed fiom collected data is shown 
below of the eight items in the scale that was used to measure the attitude toward change 
variable. 
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Al1 variances values were calculated using the responses to each item that were 
collected from the seventy six surveyed construction Bms. For each item, there was a total of 
380 different scores (5 respondents per firm times 76 firms). The surn of variances dong the 
diagonal that represents (x of ) is equal to 3.28 and the sum of al1 elements in the rnatnx, 
which represents the total variance of the scale (O:), equals 12.9. In order to calculate an 
alpha value (a) for the scde that was used to measure the attitude toward change variable. we 
substitute in Equation (6.2). The value is calculated to be 0.85 which. indicates that the scale 
has a very good reliability. According to Devellis (1 99 l), scaies with Cronbach's alpha values 
above 0.60 have a fair degree of reliability. x(o!) and (0:) values, for ail scales, indicate 
alpha (a) measures between the values of 0.62 and 0.88 (Table 6.2). These results indicate a 
fair degree of reliability for some measures and good reliability for others. As mentioned 
previously, ail Cronbach's alpha values were based on 380 responses. 
6.2. DATA ANALYSIS 
The data were analyzed using the commercial Statistical Analysis Systems (SAS) 
cornputer software package provided by SAS Institute Inc. The SAS is an integrated system 
of software products that enables to perform statistical and mathematical analysis arnong other 
things. Various SAS language and procedures were used in calculating the descriptive 
statistics. intercorrelations analysis, and multiple regression analysis used in model fitting and 
checking model adequacy. 
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Table 6.2: Scales' Cronbach's Aipha (a) Values 
- 
Variances 
XIJ 1.66 5.17 6 1.20 0.8 1 
" the sum of variances of the individual items with themselves 
b the sum of covariances of al1 items and variances of the individual items !,?th themselves 
number of items in the scale 
SAS procedures were used and yielded an output that helps in interpreting the results 
of the analysis performed. Explmation of the various SAS procedures that were used, and 
meaning of their outputs are covered in SAS user's guides. ' 
' See SAS language and Procedures and SAS User's Guides. Version (6) fourth edition. 1990. SAS institute 
Inc. 
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6.2.1. Descriptive Statistics 
hypot hesized variables, where : 
X ,  = Level of subconîracting 
X2 = Attitttde toward chmzge 
X,  = Exletit of nrles and regulatiom 
X ,  = Level of Adhererice to niles and regdatio~s 
X, = Level ofcotttroI 
X,  = Ievel of ititegration in sen>ices offered 
X- = Level of joint veritz~rir~g, par~leririg,mtd ailiat~ces 
X, = Level of mrltiple projecr han&g ability 
X, = Strengrh of orgmizatior>al cultwe 
XI ,  = Level of workers' participution i t ~  decision maki~g 
X I I  = Level of coordinaiimn 
XI' = Level of zn$ormatiotzflow 
X,, = Level o fp lant~i~~g 
XI ,  = Level of goa[ settirig 
Based on the aggregated organizationai level scores for the seventy six construction 
fims ( appendix B), Table 6.3 shows the values calculated for the mean, standard deviation. 
and aggregated minimum and maximum scores for each of the fourteen variables and (Y), the 
referent measure of organizational effectiveness. The values are based on data from the 
seventy six records used in mode1 fitting and seiection. Level of subcontracting ( X I )  has a 
mean score of 4.79, standard deviation of 0.32 with a minimum score of 3.92 and a maximum 
score of 5.62 on the Likert scale. The mean score indicates that, on average, the firm within 
the surveyed group, perform the majority of its work contracts with a slightly above average 
level of subcontracting in the thirteen specialty areas considered by the study. 
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Table 6.3: Descriptive StatQtics 
Descriptive statistics 
Variable N Mean Std Dev Minimum Maximum 
xi 76 4.79 0.32 3 -92 5 -62 
x2 76 4.47 O -44 3 -72 5-34 
X; 76 4.96 0.19 4.5 5.25 
XJ 76 4.70 0.35 3.88 5-25 
xs 76 5 -93 0.27 5 .O0 6.33 
x6 76 4.36 0.44 3.58 5 -25 
x7 76 5.14 0.42 4.25 5.93 
x8 76 3.87 0.36 3 .O0 4.66 
x9 76 5.00 0.59 3.81 6.54 
Xio 76 4.8 1 0.34 4.00 5.50 
Xi r 76 4.49 0.22 4.06 5.18 
xr 2 76 3.05 0.39 2-00 4.00 
XII 76 4.79 0.23 4.25 5.25 
xi4 76 5.05 0.15 4.50 5.30 
Y 76 0.68 O. 14 0.40 0.90 
The variable attitude toward change (Xz) has a mean score of 4.47. a standard 
deviation of 0.44, and a minimum and maximum scores of 3.72 and 5.34 respectively. This 
points out that on average, the (ICI) construction fim from the surveyed group, accepts and 
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views organizational change positively as a way to remain flexible and adaptable to its 
environment. 
For the extent of rules and regulations variable (X3), the mean score is 4.96, the 
standard deviation is 0.19, and the minimum and maximum scores are 4.50 and 5.25. The 
mean score indicates an above average use of rules and regulations by the firms surveyed. as a 
prime method of organizational control. The level of adherence to rules and regulations (&) 
has a mean score of 4-70, a standard deviation of 0.35, and a minimum and maximum scores 
of 3.88 and 5.25. These results indicate that the workers and management of the fims 
surveyed, have an above average level in using and adhering to the rules and regulations as 
means of organizational control. This is emphasized by the mean score of 5.93 for the level of 
control variable (Xs), which indicates that the firms surveyed have a high level of control 
inside their organizations. It is interesting to note that both the mean scores for the control 
and the attitude toward change variables among the surveyed group are above average level, 
which might be understood as that this group of firms value both control and flexibility in their 
pursuit of organizational effectiveness. This is in line with Carneron's (1986a) suggestion that 
firms pursue paradoxical critena of effectiveness 
The nature of markets in ICI construction tends to lead the average firm operating in 
such markets, especially GC type finns. to offer more services in order to be cornpetitive. This 
is confrmed by the mean score of 4.36 for the level of integration in services offered variable 
(Xs). Results show that the surveyed fims have a slightly above average level of integration in 
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offering the services evaluated by this study which hclude in-house A/E, materiai supply. 
financing, operating and maintenance, and construction management. 
Regarding use of joint-venturing, parniering, and alliances (X,) in project delivery by 
the surveyed firms, the resuults show an above average level with a mean score of 5.14, a 
standard deviation of 0.42, and a minimum and maximum scores of 4.25 and 5.93. This level 
can be attributed to the nature of ICI construction contracts especially in the industrial sector. 
where joint-venturing and alliances are usually requested and promoted by the owners. 
Results show the multiple project handling ability variable (X8) with a mean score of 
3.87, a standard deviation of 0.36, and a minimum and maximum scores of 3.0 and 4.66. The 
surveyed firms have a slightly below average level. This could be explained by the nature of 
work contracts in ICI construction, which, because of their size, tend to limit most firms 
operating in such sectors to one job at a time. One could argue that this indicates a better 
cornpetitive position for firms that can operate with a high level of multiple project handling 
ability. 
The variable strength of organizational culture (X9) has a mean score of 5.0. a standard 
deviation of 0.59, and a minimum and maximum scores of 3 -8  1, and 6.54 which indicates that 
most firms surveyed, have an above average cultural strength. This could be explained by the 
fact that in order for firms operating in ICI construction to be cornpetitive, they need to be 
managed in a way that foster a better internai climate, strong leadership, strong organizational 
glue, clearly defined success criteria, and conducive management style. This is ernphasized by 
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the mean score of 4.8 1 for the level of worken' participation in decision making (XIO). which 
shows an above average level for the firms surveyed. 
A mean score of 4.49 for the level of coordination (XII), shows that the firms surveyed 
have an average level of coordination in their intra- and inter-organizational activities. The 
level of information flow (XI*) has a mean score of 3.05, standard deviation of 0.39. and a 
minimum and maximum scores of 2.00 and 4.00. This indicates that on average, the ICI firm 
among the surveyed group has a below average level of qudity and openness of information 
as defined in this study. 
The mean score for the level of planning (XI,) is 4.79, which indicates that this çroups 
of fims pursue an above average level of using activities' planning as an organizational 
strategy. For the level of goal setting (&), the mean score is 5.05, which indicates that among 
the group, there is an above average level of importance of setting goals such as increasing 
profit levels, increasing costs effectiveness, growth into other sectors, improving quality. 
irnproving clients' service, and increasing workers' participation in decision making. 
Finally, the surveyed group has a mean score of 0.68 for the referent measure of 
organizational effectiveness (Y) with a standard deviation of 0.15 and a minimum score of 
0.40 and a maximum score of 0.90. The mean score indicates that on average, a firm from the 
surveyed group, performed effectively in 68 percent of its past projects, within budgeted costs 
and/or within scheduled duration. and/or according to contractual specifications. In the çroup, 
the lowest score is for a firm that only performed in 40 percent of its past projects, within 
budgeted costs ancüor within scheduled duration, and/or according to contractual 
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specifications. The highest rating was achieved by a firm that pefiormed 90 percent of irs past 
projects within budgeted costs and/or within scheduled duration, and/or according to 
contractual specifications. 
6.2.2. In tercorrelations 
The SAS procedure "PROC CORR" was used on the aggregated organizational scores 
to calculate Kendall (2) Tau intercorrelations coefficients scores for ail fourteen variables 
(X,'s) and (Y) the referent measure of organizational effectiveness. Table 6.4 summarizes the 
SAS output that gives intercorrelations values and the corresponding (p) values for each 
correlation below it. The @) values are considered at the 0.05 level for significance testing. 
Use of Kendall (Z) Tau correlation coefficient in the analysis rather than using Pearson's (p) 
rho correlation coefficient, is chosen due to the ordinal nature of scaies used in scoring and 
measuring the variables of the study. Kendall (T) values give a better estimate of the 
covariance relationship when the variables under questions are rank or ordinal in nature. 
As shown, level of mbcotitractitg (XJ  has very low correlation with organizational 
effectiveness ((T)= 0.0256) with no statistical significance which could be interpreted as no 
relationship. Level of itifegratior~ iti services oflered (&), and kvel of goal setthg (XI& kial 
o j  irsitig joint veiittcring, partt~eritg, atid alliatices (X,) show low correlations wi t h (2 )  values 
of 0.2896, 0.2643, and 0.2648. However, their level of statistical significance is rnoderately 
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high with @) values of 0.0005, 0.00 17 and 0.0032. This indicates a very weak, significant 
relationship between these variables and level of performance in firms studied. 
The level of adberence to rules and regtilatzorts (X4), lever of coordi,iatzort (XI I ) ,  
itformatior~flow (XI*), and level of control (X5) have somewhat higher coefficients t hat range 
fiom 0.3345 to 0.3630. and a hi& level of statistical significance (dl @) values are less than 
0.0002). This is an indication that these variables have a weak but significant relationship with 
the level of effectiveness (Y). Variables that include the level ofpIanrting (Xia) and exlelit of 
mies artd regzdatiorts (X3) have moderately strong and highly significant relationships with (Y) 
show by ('C) values of 0.5542 and 0.5002 respecrively (both @) values <0.000 1 ). 
Values of (T) of 0.7332, 0.6076, 0.8223, and 0.6921 and their respective @) values 
(al1 p's < 0.0001) for the variables that include attitude zowurds chzge (X2), le id  of mzdfzp/e 
prqiecf hm?dIir~g abiljty (X*), strength of organizational culture (Xg). and levei of workers ' 
participation in decisiurt rnakrrtg (X2), indicate t hat t here are strong and highi y significant 
reiationships between these variables and the referent measure of effectiveness (Y). 
Based on these findings, it is seen that in firms that were studied a high level of 
organizational effectiveness indicated by a high level of performance in past projects is 
associated with strong culture that promotes a high level of panicipation in decision-making 
processes by its workers, a high level of positive attitude toward change by management and 
workers, a high level of planning as a strategy to adapt to environmental risks. a high level of 
multiple projects handling ability, and a moderate level of using mles and regulations by the 
fim. These variables account for much of the variability in organizational effectiveness of the 
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fims studied. However the other variables that have weak but significant associations also 
contribute to high levels of effectiveness in the firms studied. 
6.3. SUMMARY 
The consistency method was used to test the reliability of the constructed scales in 
rneasuring the underlying variables. The results showed that the constructed scales were valid 
in measurement of those variables. Intercorrelations analysis showed that the level of 
subcontracting that the firm uses in delivering its projeas has weak correlation with 
effectiveness as measured in this midy. However, other variables that have weak correlations 
with effectiveness such as the level of integration in seMces offered, level of using joint 
ventunng, partnering, and alliances, the relationships proved more significant. 
Variables that include the level of adherence to rules and regulations. level of 
coordination, level of information flow. and level of control. have significant and somewhat 
higher correlations with effectiveness. Level of planning and extent of rules and regulations in 
the construction firm proved to have a moderately strong and highly significant relationship 
wit b effectiveness. 
The results also showed very strong and highly significant correlations between 
effectiveness and variables that include the level of multiple project handling ability by the 
fi- the strength of organizational culture existing inside the firm, and the level of workers' 
participation in decision making dlowed by the management of the construction firm. 
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It is concluded from the results seen in this chapter that in firms that were studied. a 
high level of organizational effectiveness is associated with the following: a strong 
organizational culture that promotes a high level of participation in decision-making processes 
by workers in the firm; a high level of positive attitude toward change by management and 
workers of the firm; a high level of planning used by the firm as a strategy to adapt to 
environmental nsks; a high level of multiple project handling ability; a moderate level of using 
niles and regulations by the firm; a moderate level of coordination and information flow within 
the structural dimensions of the fim. These variables account for much of the variability in 
organizational effectiveness of the firms studied, as evident Frorn the correlation analysis. 
However, in order to use these variables in the prediction of organizational effectiveness. 
multiple linear regression modeling techniques with least square-estimation method are used 
to fit and select a mode1 that incorporate the most significant variables. This is the topic 
covered in the next chapter. 
CHAPTER (7)- MODEL FITTING AND VALIDATION 
7.0 LNTRODUCTION 
This chapter presents the process of fitting a multivariate linear model on the data 
collected, using statisticai multiple regression methods available on the SAS computer 
package. In the first part, preliminary steps are presented regarding model fitting using durnrny 
regression techniques. The second part deais with model fitting and selection using the various 
regression procedures. The third part deais with checking the adequacy and validation of the 
fitted model. 
7.1. MODELUVG 
Multiple regression procedures using least squares estimation of model's parameters 
are used to test the relationships between the fourteen hypothesized predictors and the 
constmcted referent measure of organizational effectiveness of the construction firm (Y). An 
expose of the basics of model fitting and testing using multiple regression and least square 
estimation is given in appendix (C). 
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The general additive multiple regression model, which relates a dependent variable (Y) 
to k predictors variables Xl, X2, .. .. -. -Ak, is given by 
Eq. (7.1) 
where 
a= vertical intercept 
fi, , p' ,....& = partial slopes of regression line (regression coefficients) 
e= randox error 
The principle of least squares is used in simple linear regression to estimate the 
coefficients. According to the principies of Ieast squares, the fit of a particular estimated 
regression finction (a blxl- . . . . . . i- bkxk) to the observed data is measured by the sum of 
squared deviations between the observed y values and the y values predicted by the estimated 
fùnction or model: 
x[Y -(a+ b1x, 4- bkxk)]' 
The least squares estimates of a, fi,, P, ,. , p, are those ofn, bl, b2, ......, bk that 
rnake this sum of squared deviations as small as possible. The utility of an estirnated model can 
be assessed by examining the extent to which predicted y values based on the estimated 
regression fùnction (modei) are close to the y values actuaily observed. The first predicted 
A 
value of (y) or (y, ) is obtained by taking the values of the predictor variables XI, xz, . ., xi, for 
the first observation or data record and substituting these values into the estimated regression 
1 
model. Doing this successively for the rernaining observations yields the predicted values y' 
In developing the desired model, the eighty six data records were split randornly into 
two sets. The first set contained only seventy six records and was used in model development. 
The second set which contains the remaining ten records was reserved for mode1 validation 
purposes. 
7.1.1. Preliminary Steps 
Typically, there are two goals of mathematical modeling. One is to obtain a valid 
estimate of a causal relationship and the other is to obtain a good predictive model. According 
to Retherford and Choe (1993) when the goal is "prediction" it is appropnate to develop 
linear models because of their simplicity of use. As the goal of this study was to obtain a 
prediction model based on the linear combination of the hypothesized variables, procedures of 
a statisticd cornputer program (SAS) was used in developing, fitting, diagnosing, and 
checking the adequacy of the multivanate linear model. Various multiple regression 
procedures based on least square estimation of regression parameters are used to estimate 
model parameters. For further details on issues relating to the fundamentals of fitting the 
model using multiple regression and checking its adequacy, refer to appendix (C). It gives an 
exposé of fitting a multiple regression model using least squares estimation method, model 
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selection criteria, and the various selection procedures used by this research in fitting the 
desired model. 
Suppose that a response variable Y can be predicted by a h e a r  combination of a 
number of regressor variables XI,  X2,.. . --. ., Xk, you can fit the regression parameters as shown 
in Equation (7.1). A number of regression methods are used to select the best model with the 
highest R-square value based on analysis of variance and parameter estirnates. These include 
all possible regression procedure, the maximum R~ method, and the three sequential selection 
methods of forward, stepwise, and backward elimination. The criteria for inclusion of 
predictor variables in a model and selecting an appropnate model based on the output of the 
various multiple regression procedures used in the analysis are discussed in more details in 
appendix (C) 
7.1.2 Dummy Regression 
In developing the desired model, durnmy variables were used to code the variables 
because of the ordinal nature of scales used in scoring the firms in the sample. Dummy 
variables or contrast variables' use is proposed as outlined by Retherford and Choe (1993). 
The prime hnction of dummy variables is to represent categorical and ordinal variables to 
gain a better realistic model than by modeling the ordinal variables as ratio or interval 
variables. According to Judd and McClelland (1989) m- 1 contrast codes must be employed to 
code a categorical or ordinal variable with rn Ievels. 
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Therefore, in coding the seven levels (7= very high to 1= very low) scales used in 
measurement, six dummy variables must be ernployed to represent each of the onginal 
variables. This would have resulted in dealing with a large number of variables in the model 
which would render it impractical. A solution was to crash down the 7 anchor-points ordinal 
scale to a three levels scale of high, moderate, and low for each of the variables. Two contrast 
codes were employed for each variable which made the possible total number of variables in 
the model more manageable. The three levels in the crashed scales were assumed behveen the 
values that mark the 33rd and 67th percentiles of the cumulative distribution for each variable 
obtained fkom scores on the 7 anchor-points Likert scales. Table 7.1 shows the 33rd and the 
67th percentiles values for the fourteen variables. Scores below the value that marks the 33rd 
percentile on the cumulative distribution were classified as low scores, ail scores that faII 
between the 33rd and 67th percentiles' values were classified as moderate and al1 scores 
above the 67th percentile were classified as high. 
To illustrate the use of Table 7.1, an exampie is discussed. A firm was scored by its 
management and workers and an average aggregated score was caiculated to equal 4.5 
relating to the attitude toward change variable (Xz). To convert this score to a high, moderate. 
or low level rating, the table is used. A moderate level rating is indicated because the score 
falls between the 3 3rd percentile value of 4.3 and the 67th percentile value of 4.7. If the score 
is above 4.7. a high level rating is indicated, and if it is below 4.3 a low level rating is 
indicated. 
Each X, of the fourteen hypothesized variables is coded by two dummy variables (Dl , )  
and (a2.). As shown in Table 7.2, the two durnrny variables can represent the three levels for 
each variable. When the level of X, is determined to be high, the variable is represented by the 
situation D,l = (0) and D12 = (1). When the level of is judged to be medium, X, is 
represented by Dl, = ( 1 )  and Dl? = (O). Where the level is low, the variable is represented by 
Dl, = ( O )  and Dl- = (O). 
Table 7.1 : Percentiles of Variables' Scores 
No. variable Value at the Value at the 
3 3 rd percentile 67th percentile 
1 level of subcontracting 4.7 4.9 
2 attitude toward change 4.3 4.7 
3 extent of rules and 4.9 5 .O 
regulations 
4 leveI of adherence to rules 4.5 
and regulations 
5 level of control 5 -8  6.0 
6 level of integration in services + 6  
offered 
7 levei of joint-ventu~g, 4.5 
partnering, and alliances 
8 level of multiple projects 3 -7 
handling ability 
9 strength of culture 4.4 
10 level of worken'participation 4. 
in decision making 
I I  level of coordination 4.4 4.5 
12 Ievel of information flow 2.7 3 .O 
13 Ievel of planning 4.5 4.8 
14 level of goal setting 5 .O 5.1 
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It should be noted that substitution for dummy variables should always be considered 
in pairs to indicate the proper level of the variable. For a low level rating, both dummy 
variables that represent that variable should be given the value of zero. For a moderate or high 
level rating, the value of one is assigned to the durnmy variable that represents that proper 
Ievel and the value of zero is given to the other dummy variable. 
Table 7.2: Coding of Dummy Variables 
Case Variable's Level Dummy variables Values 
As shown in Equation (7.2), the regression mode1 considers twenty eight dummy 
variables to represent the original fourteen variables. The intercept a is the low level or the 
reference level for construction organizations studied (D,, = O, Di2 = O). The b coefficient is 
the effect of each variable on the level of organizational effectiveness. 
y = a + M  +a +44 +a4 +44 +414 + - .+4, 9. +4,4= E ~ .  (7.2) 
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7.1.3. Mode1 Fitting and Selection Methods 
The methodology followed in fitting and checking the adequacy of a multiple 
regression mode1 using the collected data records is shown in Figure 7.1. SAS was to fit 
various regression models based on the seventy six data records shown in appendix (B). Five 
multiple regression selection procedures or methods were used in model fitting. Al1 possible 
regression models procedure or RSQUARE, the MAXR fonvard regression method, and the 
three sequentiai selection procedures of FORWARD, BACKWARD, and STEPWISE. 
Al1 possible regression procedure or RSQUARE finds a specified number of models 
with the highest adjusted R~ and the Iowest Mallows' (c~)' statistic in a range of model sizes 
(see part (1) of appendix @) for the results of the regression procedure RSQUARE as the 
selection method). The RSQUARE method is a usefùl tool for exploratory model building. 
The MAXR procedure uses forward selection to fit the best one-variable model, the 
best two-variable model, the best three-variable model, and so on until it exhausts al1 
possibilities. (see part (II) of appendix @) which shows the results of SAS'S MAXR 
regression procedure. 
The sequential method of FORWARD selection starts with no variables in the model 
and adds variables until no significant improvement, in regard to a model Statistic, can be 
detected based on the assigned level of significance for inclusion of variables. 
I Mallows. C.L. (1973) Some cornments on Cp. Technometncs. 15. pp. 66 t-675. Aiso sce appendix (C) for 
esplanation 
muttiplt linur rcgrrssion 
malysîs 
by SAS 
Linear Model Selectio -1 
k i r c d  Multiple 
linear p d i t i o n  Modtl a 
Figure 7.1: Model Fitting and Selection Methodology 
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Sequential SEPWISE regression method is a modification of the FORWARD 
procedure and differs in that variables dready in the mode1 do not necessarily stay there. 
BACKWARD sequential procedure starts with ail the variables in the model and then go 
through a backward elimination process of variables in order to irnprove a model's statistic. 
Sequential procedures are discussed in more detail later in this chapter and in appendix (C). 
Parts (III), (IV), and (V) of appendix @) give the results of SAS'S regression procedure 
PROC REG with model selection FORWARD, STEPWISE, and BACKWARD respectively. 
While, al1 these model selection methods are useful tools for model building, no 
statistical method c m  be relied on to identiQ the "true" model. Effective model building 
requires substantive theory to suggest relevant predictors and plausible functional fonns for 
the model. However, the various selection procedures, still can be used as useful approaches 
to selecting a model with a subset of predictor variables. Stevens (1992) state the following 
two iules of thumb for the selection of predictor variables in models. 
1. Choose variables that correlate highly with the criterion but that have low 
intercorreIations. 
2. To these variables add other variables that have low correlations with the criterion 
but that have high correlations with the other predictors. 
In addition, Cody and Smith (1991) recommended that it is best to be guided by the 
following two pinciples when choosing which predictors to include in a regression model: 
Chap. (7) -Midel Fit ritla and I. 'nlidatiorr 178 
1. Parisrnony-less is more in tems of regressors. Adding another regressor to the 
model will aiways explain a little bit more, but it often confuses our understanding 
of the issue and complicates measurement and use of the model. 
2. Comrnon Sense- the regressors must bear a logical relationship to the dependent 
variable in addition to a statistical one. 
The different rnodels resulting fiom the various model selection procedures will be 
compared, analyzed, and a mode1 with an appropriate number of predictors, considenng these 
critena, will be selected as the model to be considered for diagnosis and validation. 
7.1.3.1. Fitted Mode1 Using SAS'S RSQUARE Procedure 
The procedure of al1 possible regression, as its name suggests, fits al1 possible 
regression of a given size. With m explanatory variables there are Zrn possible regression 
rnodels, ranging from the simplest forrn, where only one of the predictors is included. to the 
most cornplex, in which al1 predictors are included. This approach generally relies on R~ as the 
assessment criterion, and the process starts by computing the R2 values for al1 the 
combinations of predictors of a give size, that is, ranging corn 1 to m. For each subset of a 
given size the combination of predictors that yields the largest R~ value is selected out and 
then cornpared, again in tems of R* , with the others "winners" fiom the other subsets of 
different size. The more recent algonthms such as the one used by SAS, employ the rnodel's 
adjusted R~ and Mallows' C, statistic values as the selection criteria. 
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A good model, according to this, is the one that has a high adjusted R' value and a 
small Cp value (for accurate prediction) that converges with a value that approximates the 
value of (kt 1 ) where k is the number of predictors in the model (C, z kt 1, for unbiasedness in 
estirnating model coeficients). Applying this criteria to the set of multiple regression models 
that resulted Frorn using the al1 possible regression procedure, it is seen that the C, values and 
the expression (k+l) converge three times. The first occurs when there are nine durnmy 
predictor variables in the rnodel (which represent five of the original variables), and the second 
convergence occurs when the model includes as predictors, twenty six dummy variables 
(which represent thirteen of the original variables). In the third occurrence, the C, value is 
exactly equal to (k+l). This takes place when there are twenty seven dumrny variables in the 
model (which represent al1 the original fourteen variables). 
Regarding the fint occurrence, there are six models that fulfill the C, ~ ( k + l )  
condition, each with 9 dummy variables. However, each containing a different set of variables. 
These are as follow: 
( 1 ) A model with C, = 10.1 1, adjusted R~ of 0.92, and includes the following dummy 
variables as predictors: D12, DzI, 022, Dg!, 0 8 2 ,  DIOI, 0102, 12, Dl31 - 
(2) A model with Cp = 10.20, adjusted R* of 0.92 and includes the following dummy 
variables as predictors: D21, Da, 0 8 1 ,  0 8 2 ,  0101, DIOZ, DIIZ. &, D~Jz. 
(3) A mode1 with C, = 10.28, adjusted R2 of 0-92 and includes the following dummy 
variables as predictors: D21, Du, 0 8 2 ,  D92, DLOI, D102, D131, 0152-  
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(4)  A model with Cp = 10.28, adjusted R~ of 0.92 and includes the following dummy 
variables as predictors: D21, OZ, Dgl, 082, D91,092 ,  DLOI, DIOZ, 0 1 3 1  
(5) A model with C' = 10.29, adjusted @ of 0.92 and includes the following dummy 
variables as predictors: D21, DE, &l, DR, &, Da2, D92, DWI,  DIOZ. 
( 6 )  A 9-variable model with C, = 10.47, adjusted R~ of 0.92 and includes the following 
durnrny variables as predictors: 4 1 ,  Du, DU, D82, &01, DIOZ, DIZI ,  0 1 3 1 ,  0 1 3 2 -  
In the second convergence, there are three models that fùlfill the Cp z (k+l) condition, 
each with 26 dumrny variables. However, each containing a different set of variables. These 
are as follow: 
(1) A model with Cp = 26.9, adjusted R~ of 0-92 and includes the following dummy 
variables as predictors: Dll,  Dl2, D21, DU. 0 3 1 ,  0 3 2 ,  0 4 1 ,  D42, &, &, 0 6 2 ,  D71, 
Dn,  Dsi, 0 8 2 ,  &i, D92, Dioi, D102, & I I ,  13112, D121, 0 1 3 1 ,  0 1 3 2 ,  Dl419 0 1 5 2 -  
( 2 )  A model with Cp = 27.22, adjusted RZ of 0.92 and includes the following dummy 
variables as predictors: D11, Dl2, 4 1 ,  Du,  Dai, 4 2 ,  0 4 1 ,  0 4 2 ,  DJI ,  D52, D61, D62, 
0 7 2 ,  DSL, D82, D91, 0 9 2 ,  0 1 0 1 ,  D102r Dlllr Dl129 Dl213 0 1 3 1 ,  0 1 3 2 9  0 1 4 1 ,  01-12- 
(3) A model with C, = 27.40, adjusted R2 o f  0.92 and includes the following dummy 
variables as predictors: Dll, D12, D21, 022, 41, 4 2 ,  0 4 1 ,  D42, D51, &2, 0 6 1 ,  0 6 2 .  
0 7 1 ,  DR, D81, D82, D91, D92, 0 1 0 1 ,  DI021 Dlll, Dl129 D121, Dl319 Dl329 D141- 
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The last convergence occurs when C, z (Hl)= 28. Only one model fulfills the 
condition with twenty seven dummy variables. (1) A model with C, = 28, adj. lZ2 of 0.92 and 
includes the foilowing 27 variables as predictors: Dl l ,  012, 4 1 .  Dz, 4 1 ,  4 2 ,  D42, D42, D51, 
0 5 2 ,  D61, 0 6 2 .  071, Df2, &lr D ~ z ,  D91, &2, D l ~ l ,  Dl023 D111, Dl123 D121r Dl313 DIX?, Dl413 D142- 
SAS'S RSQUARE method selected one of the 26 variable models as the model of 
choice (see Table 7.3 for ANOVA and parameter estimates). The overall model has a root 
mean square error (RMSE) of 3.9%, F value of 3 5.53 8 and Prob> F = 0.000 1 which indicates 
that the overall model is statistically significant. 
By checking the nul1 hypothesis T= HO: Parameter= O, (the f test that the parameter is 
zero, this is cornputed as the Parameter Estimate divided by the Standard Error for each 
variable) conceming the parameter estimates, (Prob> 14 ) of each variable included in the 
model and whether it tnie or not, many included predictors could be elirninated from the 
model. The (~ rob>lq  ) is the two-tailed significance probability that a t statistic would obtain 
a greater absolute value than that observed, given that the true parameter is zero. Thus, in the 
case the nul1 hypothesis is true, based on the assigned ievel of significance of 95 % (this occur 
when ~ r o b > l q  = 0.05), the Parameter estimate (partial coefficient) for the variable equals to 
zero. This is the case for sixteen durnmy variables included in the onginal rnodel: Dll, D m  
D3[, 0 3 2 ,  0 4 1 ,  0 4 2 ,  DsI, D52, 0 6 1 ,  D62, 071, DR, h l ,  D112, 0 1 2 1 .  and D i r l -  This leaves ten 
dummy variables in the model that include 0 2 1 ,  Dz, Dg,, 0 8 2 .  D91, Dw, DIOL D102, 0 1 3 1 .  D m -  




C TOM 75 
Al1 Possible Regression Procedure's 26 variable model: 




Sum of Man 
Squares Square F Value 
1.42632 0.05347 33.538 
0.075 1 1 0.00 153 
1.49 142 
0.039 15 R-square 0.9496 
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These ten dumrny variables represent five of the original variables which include the 
attitude toward change (Xz) represented by Dzl and Da; level of multiple projeds handling 
abiiity (Ai) represented by Dsi, and LIg2,; strength of organizationai culture 1x9) represented by 
Dg[ and Da; level of workers' participation in decision rnaking (Xia) represented by Diol and 
D102; and level of planning (XI3) represented by and Dl;*. The choice of including or 
excluding a predictor, based on the (Prob> 1 T 1 ) criterion, is viable, however the original 
model with twenty six dummy predictors still can be used. 
This finding suggests the suitability of inclusion of the 10 remaining variables in the 
desired prediction model. However. in order to make a final judgment, as to vrhether to retain 
these variables or not, it is determined that a sound decision can be made only after inspecting 
al1 the different variables which are retained in models fitted using the other selection 
procedures. 
7.2.3.2 Fitted Mode1 Using SAS'S MAXR Method 
The maximum R~ improvement technique does not settle on a single model. Instead. it 
tries to find the "best one variaMe modei, the "best" two variable mode[, and so forth. The 
MAXR method begins by finding the one-variable model producing the highest R ~ .  Then 
another variable, the one that yields the greatest increase in R ~ ,  is added. Once the two- 
variable model is obtained, each of the variables in the model is compared to each variable not 
in the model. For each comparison, MAXR determines if removing one variable and replacing 
it with the other variable increases R ~ .  After comparing al1 possible switches, MAXR makes 
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the switch that produces the largest increase in R'. Thus, the two-variable mode1 achieved is 
considered the %estT' two-variable model the technique can find. The process is repeated with 
adding a third variable to find the "best" three-variable model, and so forth2. 
Refemng to part (II) appendix O), the MAXR method yielded twenty eight models. 
The best-one variable model, the best-two variable model, the best-three variable model and 
so on. The maximum R' criteria is used by the procedure in selecting the best models. In 
similar fashion to the al1 possible procedure, the MAXR procedure selected the sarne model 
with twenty seven variables as the model of choice. This makes sense, since inclusion of a 
large number of predictors in the model gives a better prediction. However, the inclusion of a 
large number of variables in a mode1 influence the ease and simplicity of using such a model. 
Again, checking the nul1 hypothesis of the partial coefficients of the variables in the selected 
model leads to the same results of leaving only ten dummy variables in the model with Prob < 
0.05. The variables lefi in the model are: Dzi, Du, DU, 082, D91, 092, D ~ o I ,  D102, D I ~ I ,  Dlj2- It 
is interesting to note that these ten variables, lefi in the model, are the same variables selected 
for inclusion by the MAXR procedure in the best ten-variable mode1 and they are also the 
same set of ten variables which resulted corn the RSQUARE procedure. 
Analysis of variance (ANOVA) for the best 10-variable model (Table 7.4), gives a 
large F value of 100.97 with Prob>F equals to 0.001 which indicates that the rnodel is highly 
significant. Notice that the (Prob > 1 T 1 ) values for the ten variables in the model are much 
Sec SAS/STAT User's Guide. Volume 2. GLM-VARCOMP. SAS. Inc.. Version 6.  Founh Edition. pp. 1398 
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lower (more significant) than the values when the variables were included in models with a 
larger number of variables. This indicates that the ten variables together give a more 
statisticaily significant prediction and explain variation in the dependent variable more reliably. 





MAXR Procedure's Best 1 0-variabIe Model 
(R-square = 0.939) 
Analysis of Variance 
DF Sum of Squares Mean Square F Prob>F 
10 1.40122183 O. 140 122 18 100.97 0.000 1 
65 0.090203 16 0.00 138774 
7 5 1.49 142499 
Parameter Estimates 
Parameter Standard T for HO: 
Var DF Estimate Error paramete4  P r o b  1 T 1 
MT 1 0.430833 0.0 124 1292 34.708 0.000 1 
Dzi 1 0.082006 0.0 1558782 5.26 1 0.000 1 
7.1.3.3 Fitted Models Using SAS'S Sequential Procedures 
The sequential procedures can be viewed as a compromise with al1 possible regression 
approach. Three types of sequentiai methods are mainly utilized, namely, fonvard selection, 
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s tepise  selec~iot~. and backwnrd efinihratiot~. Essentially, t hese approac hes differ wi t h 
respect to the direction taken in mode1 selection and the reversibility of a decision as to the 
worthiness of a candidate predictor. 
Fonvard selection process begins with no variables having been included in the 
regression equation. The correlations of al1 the predictor variables with the dependent variable 
are calculated, and that predictor with the largest correlation is selected if its corresponding 
partial F-value is statistically significant at some predetermined level. The independent 
variable with the largest correlation is entered, and the regression equation is calculated. At 
each successive stage the independent variable with the largest partia! correlation coefficient 
is selected. Based on the comparison of the corresponding partial F test value for the variable 
with a predetermined cntical tabulated F-value, the process either, includes the variable which 
gave the highest partial corresponding coefficient, recalculate the regression equation, and 
return to select another variable. or the process adopts the regression equation as calculated. 
The results of using the FORWARD procedure in fitting a mode1 by SAS, is shown in 
part (III) of appendix @). A summary is given in Table (7.5). The procedure went through a 
number of iterations to amve at a model with seventeen durnmy variables. The analysis of 
variance indicates a highly significant model with F value of 63.3 with Prob>F of 0.0001 
Upon exarnining the (Prob > 1 T 1 ) values for the partial coefficients of the seventeen dummy 
variables in the model, it is noticed that the values for partial coefficients of seven dummy 
variables exceeds the (a) level of 0.05. Therefore, the nul1 hypothesis that the partial 
coefficient equds zero can be accepted and these variables can be excluded from the model. 
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This leaves Dzi, Da, Dsi, Da, Dg,, Da, DLOL, DIOZ, D131, and Dlj2, which are the same ones 
included in the MAXR's best-10 variable model. They are also the same variables that were 
retained in the RSQUARE 26-variable model, a e r  the exclusion of insignificant variables. 
Table 7.5: ANOVA and Parameter Estimates of Model By FORWARD Selection 
Fonvard Selection Procedure Model 
Anillysis of Variance 
Sum of Mean 
Source DF Squares Square F value Prob>F 
Mode1 17 1.415 17 0.08325 63.3 14 0.000 1 
Error 58 0.07626 0.00 13 1 
C Total 75 1.49 142 
Root MSE 0.03626 R-square 0.9489 
Dep Mean 0.67899 Adj R-sq 0.9339 
Parameter Estimates 
Prameter Siandard T for HO: 
Estimatc Error Pararncter=O Prob > JTI 
0.000 1 















0.00 L 7 
0.0333 
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Stepwise selection procedure works by calculating the correlations of al1 the predictor 
vansables with the dependent variable. The method selects the first variable that is most highly 
correlated and enters it into the regression model. This variable is retained in the fitted model 
if the overall F-test shows that the regression equation is statistically significant. The partial 
correlation coefficients is calculated for al1 the variables not in the regression equation. The 
method selects the next variable with the highest partial correlation coefficient and enters it 
into the model. With both variables in the model, the method cornputes the regression 
equation and retains the new variable if its partial F-value is statistically significant as 
cornpared to critical tabulated (1-a)-values under the F-distribution with 1 and 11-24 degrees 
of fieedom. The process then, selects the next variable with the highest correlation with the 
dependent variable and enters into the regression. given that the first two variables are already 
in the regression equation. The decision as to whether any of the three variables should be 
included in the regression given that the first two are already in is made on the basis of the 
partial F-values of the three variables. The stepwise procedure continues in similar fashion. 
Termination of the process occurs when no variable can be either entered or removed from 
the regression equation. 
The results of using SAS'S STEPWISE selection procedures in fitting a mode1 is 
show in part (IV) of appendix @), a sumary is given in Table 7.6. The procedure went 
through many iterations to amve at a mode1 with eleven dummy variables. The anaiysis of 
variance gives an F value of 93.7 with Prob>F of 0.0001 and root MSE of 3.7% and an 
adjusted R-square of 0.93. The model is highly significant and has a very good r-square value. 
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Looking at the @) values for the partial coefficients, we notice, that Dr* has a @) value that 
exceeds the (a) of 0.05. Therefore, the durnrny va"ab1e D5z can be excluded from the model, 
which leaves the same ten dummy variables that was retained in MAXR's best-10 variable 
model, the same ten variables that were retained after the exclusion of insignificant variables in 
RSQUARE and FORWARD selection rnodeIs. 






Dep M a n  
C.V. 
STEPWISE Procedure Mode1 
Analysis of Variance 
Sum of Mean 
DF Squares Square 
11 1.30423 O. 12766 
64 0.087 19 0.00 136 
0.0369 1 R-qua re 
0.67899 Adj R-sq 
5.436 17 
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BACKWARD elimination procedure works by starting with a regression mode1 that 
includes al1 of the variables. The @ induced from deleting each variable, or equivalently the 
partial F test value for each predictor variable treated as though it were the last variable to 
enter the regression equation, is calculated. Based on the cornparison of the lowest partial F 
test value with a predetermined critical tabulated F -value, the procedure either. removes that 
variable associated with the calculated R ~ ,  recompute the regression with the remaining 
predictor variables and recompute a new @, and go through the cycle again by removing 
another variable, or adopt the regression equation as calculated. 
Table 7.7: ANOVA and Parameter Estimates of Model By BACKWARD Selection 
Backward Elimination Model 
Analysis of Variance 
Sumof Man 
Source DF Squares Square F Value 
Mode1 10 1.40122 0.14012 100.971 
Error 65 0.09020 0.00139 
C Total 75 1.49142 
Rwt MSE 0.03725 R-square 0.9395 
Dep Mean 0.67899 Adj R-sq 0.9302 















Standard T for HO 
Error Paramete~O 
0.0 1241292 34.708 
0.0 1558782 5.26 1 
0.0 1742061 5 .O42 
0.0 1292925 3 -626 
0.0 17 18308 5 .O42 
0.0 189675 1 2.652 
0.0265 1 142 3 -485 
0.020 14799 3.217 
0.024 13474 4.138 
0.0 1245903 4.09 1 
0.0 1390434 3.118 
Prob>F 
0.000 1 
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The results of using SAS'S BACKWARD procedure in fitting a model is shown in 
part (V) of appendix (D), a summary is given in Table 7.7. The procedure retained ten dummy 
variables in its model of choice, D217 Da, Dg,, D82> D91, 092, 0101, D102, D131r and D132- These 
are the same ten variables that were identified earlier. ANOVA gives an F value of 100.97 1 
with Prob>F of 0.0001 and RMSE of 3.7% and an adjusted R-square of 0.93. The model is 
highly significant and has a very good r-square value. 
7.2. FITTED MODEL 
It is seen that one mode! stands out clearly as the best model based on multiple criteria 
of selection and al1 factors considered and discussed previously. A mode1 with 10 dummy 
variables (&*, D22, Dgi, Dg2, &, DW, D1O1> DIOZ, D13!, D132) that represent the medium and 
high levels of five original variables that include the attitrrde towmd change (X2), Ievei of 
mzthjde projects hm~diftrg nbiliiy (&), stretigth of orgarrimtiorid cit/trrre (X9), levei of 
workers ' participation itr decisiori mokirrg (Xia), and level of pkrtrrrir~g (XII ) .  
7.2.1. Model Diagnostic 
Part (VI) of appendix (D) shows the fitted model with the ten dummy variables. The 
model is the same shown by Table 7.4 for MAXR's "best" 10-variable model, and Table 7.7 
for model selected by the BACKWARD method. Mode1 adequacy is checked by residual 
analysis, detecting influentid outliers observation, and checking for multicollinearity. 
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7.2.1.1 Residual Analysis 
Part (VI) of appendix (D) shows the plot of residuals versus the predicted value of (Y) 
which helps in diagnosing the level of variance for the residuals. It shows that the residual 
variances faIl within a horizontal band around the mean line of 0.0. The points exhibit no 
particular pattern around the 0.0-line such as curvature or much greater spread in one part of 
the plot than in another, vertically or horizontdly. This shows that the residuals have equal 
variance. Furthemore, the normal probability plot of the residuals show in appendix 0). 
exhibits a linear pattern with minimal snaking at the ends. Both these findings indicate that the 
residuals have equal variance and are normally distributed which leads to the conclusion that 
linearity assurnptions are upheld by the model. 
7.2-1.2 Outliers 
In order to detect any outliers, SAS provides a diagnostic statistic called Cook's 
distance which is a measure of the influence of deleting the specific observation on the 
estimated parameters. The plot of Cook's distance statistics against the observation number 
shows no influential outliers in the data observation (part (VI) appendix (D). This is evident 
by the range of values on the plot (< 0.3) which is well below the value of one that would 
require the investigation as recommended in appendix (C) . 
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7.2.1.3 Multicollinearity 
According to Schroeder et al (1986), multicollinearity is probably present in al1 
regression models, since the predictor variables are unlikely to be totally uncorrelated. Thus 
whether or not multicollineariiy is a problem depends on the degree of collinearity. They 
added that although there are many indicaton of multicollinearity, the difficulty is that there is 
no statistical test that can determine whether or not it is a problem. They recommended to 
search for "high" correlation coefficients between variables iricluded in the fitted model. 
Multicollinearity among the predictor variables was assessed by examining the 
tolerance values among the predictors variables which is an indication of the degree of 
correlation between each variable in the mode1 and the other variables included in the 
regression. The range for tolerance values is between O and 1, and high tolerance values for 
the variables (> 0.20) are preferred since they indicate low rnulticollinearity (see appendix 
(CD. 
The range of values for the variables in the fitted model is between 0.10 to 0.5, which 
shows low tolerance values for the variables Dgz, D l o ~ ,  and Dioz that might result in 
interpretation problems. However, the (r) intercorrelations coefficients of the original 
variables, represented by the three dummy variables, with the original variables represented by 
the other dummy variables in the model, show no "high correlation coefficients (Table 6.4). 
This indicates that including these variables in the fitted model, does not provide the model 
with redundant information. 
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7.2.2. Inferences Based on Parameters of Fitted Mode1 
The fined model is shown in Equation (7.3). The model is highly significant at a 4 . 0 5  
and P< =0.000 1. Analysis of variance shows that the model has a root mean square error of 
0.043 which means that the model has 4.3 % error in prediction. The model's R-square and 
adjusted R-square are 0.93 and 0.9 1 respectively. 
The intercept (N) and the durnmy variables that represent the high and moderate 
levels of only five of the original fourteen hypothesized predicton were determined to be 
significant in predicting the level of effectiveness (Y) based on their (Prob > 1 T 1 ) values. 
Most probability values for the parameter estimates in the model equal 0.0001, which 
indicates very high significance, except for D8,= 0.0006, LIsl= 0.0100, Dg-- 0.0009, Dlol= 
0.0020, and DI j2= 0.0027. These values are still well below the (a) of 0.05. 
The dummy variables are Dl, and D2?, representing the levels of the variable, attitude 
toward change by management and workers of the construction firm (X2); 0 7 1  and D7- 
representing the levels of the variable, level of multiple projects handling ability (&); DPI and 
LI,' representing the levels of the variable, strength of organizational culture (X4;  Dlo, and 
Dlo2, representing the levels of the variable, level of workers' participation in decision making 
(&O); and Dl ;I and D122, representing the levels of the variable, level of planning (XI:). 
Y = (0.43 1)+ (0.082) Dtl+ (0.088) DJ2+ (0.047) DgI+ (0.087) D g 2 +  (0.050) Dpl+ (0.092) D92+ 
(0.065) Dlol+ (0. 100) DI*Z+ (0.05 1) Dljlf (0.043) Eq. (7.3) 
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The partial coefficients in the model, for any two dummy variables, represent the effect 
of being moderate or high level in any of the five variables. A value of 0.43 1 is shown as the 
intercept in the rnodel above. This value represents the low level or the reference level for 
construction firms studied. It dso represents the predicted level of organizational effectiveness 
in a firrn with low ratings in al1 of the five variables. It is worih noting here that the actual 
level of effectiveness for such a finn may fa11 anywhere between 0.43 1 and zero. Similarly, 
because, the maximum predicted level of effectiveness that can be calculated by the model for 
a firm equals 0.869, the actual level of effectiveness for such a firm may faIl anywhere 
between this value and 1.00. 
it is noted that the value of (Y) is influenced very little by whether a firm is rated as 
having a moderate level ofattitude townrd chmge or having a high level as represented by the 
two coefficients of 0.082 and 0.087 for DZI and DZ2 respectively. This rneans that there is a 
slight gain in effectiveness associated with an increase fiom a moderate level to a high level of 
attitude toward change by the group of firms studied. 
Rating the construction firm as having a high level of multiple projects handling ability 
contnbutes 0.087 (coefficient for &). While rating it as having a moderate ability, 
contnbutes only 0.047 (coefficient for &). This seems to indicate that a high level of 
multiple projects handling ability contnbutes about double that of a moderate level to an 
increase in the predicted level of organizational effectiveness. 
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There is also a difference in contribution to predicted level of effectiveness of a 
construction firm (Y) between a moderate strength of organizational culture (& coefficient = 
0.050) and a high strength of culture (LIs2 coefficient = 0.92). This is in line with the 
expectation that a stronger culture leads to a higher level of organizational effectiveness. 
A high level of workers ' participatic 12 111 decisioti-mnkiirg in the construction firms 
studied, impacts the value of (Y) by 0.100 (coefficient for Dln2 ) for a high level rating, and 
0.065 (coefficient for Dior) for a moderate level rating. This indicates that an increase in the 
level of organizational effectiveness is associated with an increase in the level of workers' 
participntotri itr decisiot~~rndi~rrg in the firms studied. 
For the variable, level of p[amir>g, the coefficient for a moderate level of planning 
(DIJI ) is 0.050, and 0.043 for a high level of planning (DIZZ.). This means that there is a 
slight decline in effectiveness with an increase from a moderate to a high level of planning in 
the group of fins studied. This could be explained by the limitation in organizational 
flexibility caused by the inherent rigidity of planning (Cummings and Worley, 1993). 
7.2.3. Validation of Fitted Model 
Predicting the level of organizational effectiveness by the model is based on the 
possible combination of high, moderate, and low ratings of the five variables for any firm. 
Table 7.8 shows the ratings of the ten firms whose records were not used in model 
development, the predicted level of effectiveness and the actual level calculated from 
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management response. The first record beloogs to a firm with the following ratings of the five 
variables: highly favorable attitude toward change (D2,= 0, D2-= l), a moderate level of 
multiple project-handling ability (&=1, D7? O), performs planning very regularly (Dl; /= 0, 
ill2-* 1 ) ,  has a strong culture (Dg]= O, D g - ~  l), and a moderate level of participation in 
decision making by workers (Dlol= 1, Dlo-? O ) .  The level of organizational effectiveness 
predicted by the mode1 for the firm is equal to 0.76. Based on this value, the prediction can be 
made that this construction firm has a level of organizational effectiveness that would cause it 
to perform in 76 percent of its work projects on time and/or within budget andor according 
to specifications and unsuccessfùlly in the rest 24 percent. The actual level for this firm is 
calculated by substituting into Eq. (4.1) the values given by fim's management for pl= 80%. 
pz= 80%. andp~=75% which results in a level of approxirnately 78 percent. 
The second record belongs to a firm that was rated as having an unfavorable (Iow) 
attitude toward change(&= 0 ,  D2-- O), a low level of multiple project handling ability (Dl l= 
0, Dz = O), a moderate level of planning (Dlj1= 1 ,  O), a moderate strength of culture 
(DgI= 1, O), and a low level of workers' participation in decision-making (DIo1= O ,  
Dl,?= O). The level of organizational effectiveness predicted, is approximately 53 percent. 
Whereas the actual level is 0.56, calculated from the three percentages of 6O%, 60%. and 50% 
for percent of projects completed within scheduled duration (pl), and percent of projects 
finished within budgeted costs @2), and percent of projects performed according to 
contractual specifications (p3), respectively. 
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Compax-ing the predicted level with that of the actual level for the other fims listed in 
the table, leads to the conclusion that model's prediction is very reliable and valid. As seen in 
the table, predicted levels of effediveness are very comparable with the actual levels of 
effectiveness calculated fiom data records, for the remaining eight firms. This indicates the 
robustness of the fitted model. 
Table 7.8: Predicted and Actual Leveis of Organizational Effectiveness 
Level of organizational 
effectiveness 
attitude multiple strengîh decision 
toward projects of making late1 of 
change handling culture participation Planning predicted actua1 
(1) ( 2 )  (3 1 (4 (5 
* levels is shown by L. M. and H to indicate low. moderate. and high Ievel. 
It should be noted that the mode1 is intended as a tool that gives management an idea 
about how organizational characteristics measured by the variables in the model influence the 
overall performance and not specifically rate performance on a project by project basis. 
C h m  (7)-Modei Fitrit~g and Vaiidafiot~ 199 
According to the (Y) value predicted, the conclusion could be made that a firm would perfom 
within scheduled time, andor within costs, and/or according to specs in some projects and 
that it would fail to achieve performance in al1 other cases ( 1-Y). 
7.3. SUMMARY 
Analysis of data using dummy regression techniques, the various multiple regression 
procedures of the SAS cornputer package yielded a model with ten dummy variables that 
represent ody five of the original fourteen variables. These variables are proven significant in 
predicting the level of organizational effectiveness of the construction fim as operationalized 
by this research. These variables include fims' attitude toward change, its level of multiple 
project-handling ability, its level of planning, its strength of culture, and the level of workers' 
participation in decision-making in the tirm. 
The developed model is a practical tool. By rating the five variables in the mode1 using 
the scales developed by this methodology, it is very simple to calculate the level of 
organizational effectiveness of the ICI construction firm. 
CHAPTER (8)-CONCLUSIONS AND RECOMMENDATIONS 
8.0 INTRODUCTION 
In the first part of the chapter, conclusions are given regarding the use of the fitted 
mode1 as the backbone of the assessment methodology. In the second part, implications of the 
findings of the research are discussed and a number of recommendations are outlined 
regarding the application and improvernent of the assessment methodology. 
8.1. CONCLUSIONS 
The model developed by the research methodology is quantitative and identify "good 
and "bad" states for certain variables or criteria identified by the research. However the model 
does not tell us what types of organizational dynamics are needed to create these "good" or 
"bad states. ICI construction firms can deduce from the model the type of dynamics or 
changes that rnight lead toward or away fiom these states. By simply following the checklist 
shown in Figure 8.1, a firm can achieve a prediction of its level of organizational effectiveness. 
Randomly, select five raters from the firms' workforce: two 
management-level workers (preferably from two different 
locations, i.e. one fiom office and one fiom site: and three site 
level workers fiom different units or trades. 
Distribute questionnaires forms that, only include measurement 
scales that relate to the five vuiables induded in the model: 
attitude toward change, multiple projects handling ability, 
strength of organizational culture, level of workers' 
participation in decision making, and level of planning . 
Collect Variables' responses, aggregate and average them to arrivi 
at variables' scores (assume equal weight for each response) for thc 
fim. 
By using Table 6.3, conven aggregated firm-level scores for the fivt 
variables. fiom scores on 7 anchor-points Likert scales' to ratings or 
a three levefs scale of low, medium, and high. 
Depending on the achieved variables' levels. assign values of O or 1 
in pairs, to the ten dummy variables representing the five origina 
variables. 
Use Table 7.2 and the assigned values of dummy variables tc 
substitute in pairs for each of the five original variables in the model. 
Calculate the firm's predicted level of organizational effectiveness. 
Figure 8.1 : Management Checklist For Calculating A Prediction 
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ICI construction fims that are operating at that particular stage of life cycle as the 
surveyed group of fims (at least more than 10 years of operation in the ICI sector). can use 
the mode1 to assess their organizational effectiveness and calculate a predicted level. Based on  
the predictive model, two of the five variables with the largest partial coefficients: the level of 
workers' participation in decision making and the strength of organizational culture. are most 
significant in predicting the level of organizational effectiveness in the construction firm. This 
highlights the importance of human resources and workers-oriented processes in explainhg 
and prornot ing effectiveness. 
Although these findings support previous organizational effectiveness models and 
research, the precise explanation for the present results is unknown. Organizational theorists 
have proposed that the effort workers are willing to put forth on behalf of an organization 
(firm) depends largely on the way the workers feel about the job. CO-workers, and supervisors. 
A positive intemal environment, participation, and mutual trust are likely to promote worker 
satisfaction and positive attitudes, which may result in workers producing up to potential, 
thereby increasing organizational effectiveness. 
The inclusion of the variables attitude toward change and the level of multiple projects 
handling ability in the model underscores the importance of these significant structural 
annbutes in achieving flexibility and adaptability and hence promoting and achieving 
organizational effectiveness. A high level of attitude toward change is deemed necessary for 
the firm, in order to be flexible and adaptable to the unstable environment of the construction 
market. A high level of multiple project handling ability implies that the constmction finn 
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structure is suitable to handle the added requirements brought on by operating in multiple 
sites. This, in tum, would lead to an increase in the firm's volume of business and more 
profits, which keeps ail constituents of the firm satisfied. 
Although the impact of the other variable in the model, the level of planning, is lower 
than that of the other variables, and the difference in contribution between having a low and 
high level of planning is minimal, its inclusion alludes to the importance of using planning as 
an important strategic factor in achieving effectiveness. 
Finally, it can be concluded that this research has contributed to the on-going efforts to 
irnprove the existing methodology of assessing organizational effectiveness of the 
construction firm. 
8.2. IMPLICATIONS AND RECOMMENDATIONS 
In order to discuss the implications of the findings of the study for future research and 
make meaningful recomrnendations on that basis, an important issue must be first addressed. 
This issue relates to the other hypothesized variables not included in the prediction model. As 
seen fiom the correlation analysis, except for the level of subcontracting, the remaining 
variables not included in the model, correlateci with the level of effectiveness in a highly 
significant manner, which proved that these variables are reiated to effectiveness in some 
significant way. For the variables: extent of rules and regulations; level of adherence to niles 
and regulations; and level of control variables. the correlations are moderate. The correlations 
are low for the variables: level of integration in s e ~ c e s  offered; level of using joint-venturing, 
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partnering, and alliances; and level of coordination, and level of information flow. Their 
exclusion from the model could be explained from a aatistical point of view as having strong 
relationships with variables already in the model. However the low and moderate correlations 
of these variables could be explained by the influence of the particular life cycle's stage in 
which the group of firms surveyed are operating which makes them pursue the cnteria rhat 
proved to be highly correlated and are included in the model. 
The influence of the particular stage of life cycle on the types and levels of criteria that 
are pursued by the firm is well explained by the fact, and as proposed by the competing values 
approach, that firms pursue different levels of criteria or even different criteria altogether at 
the different stages of their life cycle. For the majority of fims studied in this research. the 
stage of life cycle in which they are operating, determined the type of critena (the five 
variables with high correlations with (Y) and their levels (partial coefficients) to be most 
important in prediction of organizational esectiveness. The correlations of the variables not 
include in the model could be higher if firms surveyed were selected from a group in which the 
majority prove to be operating at a different stage of life cycle, and that which deems the 
pursuit of variables, not inciude in the model, as more relevant for exarnining and predicting 
effectiveness than the ones included in the developed model. 
A simple plan of action then would be, using the four main stages of life cycle alluded 
to in chapter (2) of entrepreneurial, formalization, collectivity, and elaboration of structure 
stage, classi@ the construction firm according to the stage of life cycle in which it operates, 
identify the effectiveness critena and levels that are pursued for each particuiar stage through 
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empirical research, and finally, compare the levels of these criteria in the firm to the levels that 
should be present at that particular stage of life cycle. However a major difficulty faced. is the 
classification of the firm according to the stage of life cycle in which it operates. AIthough the 
research alluded to four main stages (there could be more), there is no concrete method to 
classi@ the firm into one of them. One recommendation to resolve this problem is to use the 
firm's age measured by years of operations as a variable in deteminhg the particular stage of 
life cycle. However this criteria can not be used in classification as different firms take 
different tirne penods to span the sarne stages. What is needed to be done? In light of the 
preceding, the following recornmendations are given to make the developed methodology 
apply in a more generalized marner: 
1. in  order make the methodology sensitive to the stage in which the construction 
firm operates, a classification scheme according the stage of life cycle must be 
devised and levels of the various criteria, that possibly could be pursued by firms 
during each of the four main stages (or a determined number of stages). must be 
identified empiricaily. One way that future research can handle this issue is to 
concentrate on the identification of easily recognized organizational markers. 
signals. and characteristics that accompany each of the four main stages or the 
determined nurnber of stages. 
2. Given that the impact of the levels and type of critena used to assess effectiveness 
change with a change in the stage of firm's life cycle and since the methodology 
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developed, ody considered a particuiar group of constmction firms. future 
research should also consider different types of construction fims. Different types 
of firms must be considered in order to make the methodology more generalized 
and sensitive to the various types and to ident* the proper levels for effectiveness 
critena for each stage and for each type of firm. Although al1 construction fims 
share many characteristics, there are differences. Therefore. for other types of 
construction firms, different levels of different groups of variables may become 
more significant as discussed earlier. The four main stages could represent an 
initial starting point. These stages could be broken d o m  into mini stages 
depending on the level of accuracy desired. 
3.  Given the impo-ce of human resources, intemal processes. and organizational 
culture, future research should focus more directly on the assessrnent of these 
linkages. For example, an area that cm be considered is the types of scales used to 
assess the linkages of the underlying attributes of variables in these crucial areas. In 
this study, scales used in the measurement of the variables relating to these areas 
are very reliable. however, the type of scales that are needed are of a different 
nature and detail. Development of such scales needs to focus on linkages of 
persons-oriented processes' variables to organizational effectiveness in such a way 




ORGANUATIONAL EFFECTIVENESS QUESTIONNAIRE 
TYPE (1) 
PART (a) 
Please note when providing information in this part of the questionnaire the terrn "average" 
should be related to the al1 the work perfonned during the last five years of operations in your 
firrn. 
1 .Age in years of operation 
2.Average number of annual work contracts. 
3.Percentage of work contracts (projects) that were finished on or before scheduled time in the 
last five years to the nearest 5 percent) 
4.Percentage of work contracts (projects) that were finished with no costs ovemns in the last five 
years to the nearest 5 percent. 
5.Percentage of work contracts (projects) that were finished without litigation or clients' claims or 
major rework due to inferior quality of performance in the last five years to the nearest 5 percent. 
Part 2 
-- - - 
Please respond by rating your organization according to Likert scale (very high (7), high 
(6), above average (S), average (4), below average (3), low (2) , and very low (1) ) 
1. Level of profits made by your organization in the last five years? 
7 6 5 4 3 2 1 
2. Percentage of projects that were finished within schedule in the last five years. 
7 6 5 4 3 2 1 
3. Percentage of projects that were finished with no cost overruns in the last five years. 
7 6 5 4 3 2 1 
I I 1 I 1 f 1 
4. Percentage of projects that were finished with no clients cornplaints or claims filed because of 
quality problems in the last five years. 
7 6 S 4 3 2 1 
5. Level of goals achievement in tems of market share and growth in the last five years. 
4 3 2 1 
6. Levei of goals achievement in terms of quality of output and productivity leveis in the last five 
years. 
7 6 S 3 2 1 
7. Level of meeting and satismg specified clients' goals in tenns of products' quality achieved in 
the 1s t  five years. 
7 6 4 3 2 1 
8. Level of meeting and satisfying specified clients' goals in terms of products' price and 
execution time, achieved in the last five years. 
7 6 S 4 3 2 1 
9. Level of meeting and satisfjing contractual obligations and expectations of suppliers and 
subcontractors in the last five years. 
7 6 5 4 3 2 1 
10. Level of satisQng workers' goals in terms of wages' increases. job security, and other benefits 
in the last five years. 
7 6 5 4 3 2 1 
1 1. Level of satisfymg workers' goals in terms of training and enhancing of skills in the last five 
years. 
7 6 S 3 2 1 
12. Level of adherence to public codes and regulations, achieved in the last five years. 
7 6 5 4 3 2 1 
ORGANIZATIONAL EFFECTIVENESS QUESTIONNAIRE: TYPE (1) 
PART -3 
- - 
Rate the extent to which the following activities in an average project are entrusted out to 
other organkzations by the firm on a scale that ranges from "almost always" (7), to "almost 
never" ( 1 ) . 
a.Design & Planning 
b.Site work 
c. Substructure 
d. Superstmcture (Skeleton) 
e.Floor systems 
EExterior wall systems 





1. Electrical systems 
m.Finish work 
-. .. - -- - - - 
(Rate the following staternents as they relate to the firm according to the scale that ranges 
from "strongly agree" 7 to "strongly disagree" 1). 
- - - 
(2) 
a.Workers accept changes in organizational processes readily and their resistance to it is 
very minimal 
7 6 5 4 3 2 1 
b. Worken view changes in organization's processes as an effort to improve operation. 
7 6 5 J 3 2 1 
c. Workers are eager to volunteer time to undemand changes in organizationd processes. 
7 6 S 1 3 2 I 
d. Workers are aiways critical of processes in use and look for other alternatives. 
7 6 5 J 3 2 1 
e. Management views changes in organizational processes favorably and actually encourages it 
when it is needed. 
7 6 5 1 3 2 1 
Management always reviews organizational processes so it could introduce change wherever it 
is needed. 
7 6 5 1 3 2 1 
Rate at which changes are introduced into organizational processes tries to keeps Pace with 
improvements in the field. 
7 6 5 J 3 2 1 
Once changes are introduced in organizational processes, smooth operations are usually 
resumed in a very quick period. 
7 6 5 4 3 2 1 
Please rate the extent of rules and regulation used in the firm to regulate activities described 
below on the scale that ranges fiom "very extensive regulation" (7) to "very little regulation" (1) 
(3) 
a. Ai1 organizationd work processes. 
7 6 5 J 3 2 1 
b. Instructions & procedures to perform work tasks. 
7 6 5 1 3 2 1 
c. Approaches to evaluate work tasks. 
7 6 5 3 2 1 
d. Management and workers actions 
7 6 5 4 3 2 1 
1 
Please rate the following activities in the firm according to the statements beiow on the scale that 
ranges from "veiy strict adherence" (7) to "very little adherence" (1) 
(4) 
a. Adherence of management to established work rules. regulations, and procedures. 
7 6 5 4 3 2 1 
b. Workers' adherence to established work rules. regulation, and procedures. 
7 6 5 4 3 2 1 
c. Adherence by the firm to established rules, regulations. and procedures that govem 
relationships with extemal entities such as suppliers. subcontractors, other partners or allies. 
7 6 5 4 3 2 1 
Please rate the level of activities in the firm described in the following statements according to 
scale ranging from " very high" (7) to " very low" (1)) 
(5) 
a-Docurnented and fonnalized rules, job description and procedures are used in the firm. 
7 6 5 4 3 2 1 
b.Control systems are used to standardize outputs 
7 6 5 1 3 2 1 
c.All work processes used by the firm are rwiewed, controlled to meet quality standards. 
7 6 5 4 3 2 t 
d. Process control tools & methods ( i.e. Pareto charts, benchmarking, statistical process control 
(SPC), concurrent engineering) are used in monitoring processes' quality. 
7 6 5 4 3 2 1 
e. Various methods are used to check, monitor, and update progress al1 work activities to ensure 
that production is within target schedule and budgeted coas. 
7 6 5 4 3 2 I 
f A sense of order, continuity, and smooth operations is maintained in al1 organizational 
processes. 
7 6 5 4 3 2 1 
Rate the level of activities in the firm according to the scale that ranges from "very high" (7) to 
"very Iow" (1). 
(6)  
a.The level that the firmprovides an in -house AIE consultants senrice to clients. 
7 6 5 1 3 2 1 
b.The level that the firm provides its own materials supply. 
7 6 5 4 3 2 1 
c.The level that the firm provides financing services to clients. 
7 6 5 4 3 2 1 
d.The level that the firm provides operating and maintenance services to its clients. 
7 6 5 J 3 2 1 
e. The extent of providing construction management senrices by the firm 
- -- 
Rate the level of activities in the firm according to the scaie below that ranges from "very high" 
(7) to "very low" (1). 
((7) 
a. The level that the firm pmners with other organizations i.e. suppliers, subcontractors, general 
contractors, A E  consultants or other related fields. 
7 6 5 1 3 2 1 
b. The level that the firm joint venture with other organizations. 
7 6 5 4 3 2 1 
c. The level that the firm develop alliances to handle specific types of work. 
7 6 5 J 3 2 1 
d. Level of developing and maintaining the quality of these types of contractual relationships with 
other organizations if any in a positive manner. 
7 6 5 4 3 2 1 
- 
Rate activities of the firm described in the following aatements according to the scale below that 
ranges from "strongly agree" (7) to " strongly disagree" (1). 
- - - 
(8) 
a. No noticeable negative change is detected in quality output of organizational processes when 
the firm is handling multiple projects. 
7 6 5 3 2 1 
b. The firm's structure is suited to handle simultaneous projects at different sites. 
7 6 5 4 3 2 1 
c. In general, the firm can in a reasonable time acquire al1 the resources it needs for handling 
multiple projects. 
7 6 5 3 2 1 
d.Handling multiple average size construction projects is the nom for the firm. 
7 6 5 4 3 2 1 
e. More ofien than not, when the firm is handling multiple projects at different sites, the level of 
satisfaction of the various projects' constituents is acceptable. 
7 6 5 J 3 2 1 
Please distribute 100 points among the four statements in each of the six parts depending on how 
similar the situation in the fim to that descnbed in each statement. For example in part (A) , if the 
situation in your organization seems similar to that descnbed in statement (1) and somewhat to 
that in (II), then you could give 75 points to (1) and 25 points to (II). 
(9) 
(A) 
LThe organization can be characterized as a place of high morale, 
cohesion, and sharing among its workers. 
II.The organization cm be characterized as a dynamic place where 
emphasis is on acquiring new processes, innovating, and taking risks. 
III.The organization cm be chanicterized as a formalied and structured 
place where bureaucratic procedures control al1 processes. 
IV.The organization cm be characterized as a place where workers 
are goal oriented and emphasis is put on efficient production. 
-- - 
(B) 
LThe climate inside the organization is comf'ortable. 
High trust and openness prevails. 
II.The climate inside the organization encourages dynamism, 
learning, and readiness to adapt to the new. 
IILThe climate inside the organization emphasizes stability. 
Work procedures are clear and enforced. 
IV.The climate inside the organization is competitive and 
emphasis is on beating the cornpetition. 
- 
(C) 
1-Success is defined on the basis of sensitivity to clients, 
sup pliers, the public, and concern for workers. 
1I.Success is defined on the basis of being the first in having 
or using newest processes and innovating . 
IILSuccess is defined on the basis of having a srnooth operation 
Within schedule execution, low costs production. 
1V.Success is defined on the basis of achieving maximum 
production while offering the most competitive pricing. 
(D) 
I The glue that holds the organization together is loyalty and tradition. 
Cornmitment to the organization runs high. 
iI.The glue that holds the organization together is a commitment 
to innovation and development. 
IILThe glue that holds the organization together is f o d i z e d  policies. 
IV.The glue that holds the organization together is emphasis on 
market success and increased production. 
-- 
(E) 
I.The head of the organization is generally considered to be 
a mentor, a sage, or a parent figure. 
11-The head of the organization is generally considered to be 
an innovator. or a risk taker. 
IILThe head of the organization is generally considered to be 
a coordinator, an organizer. or an efficiency expert. 
IV.The head of the organization is generally considered to be 
a hard-driver, a producer, or a cornpetitor. 
(F) 
LThe management style is characterized by team work . 
consensus, and participation. 
II.The management style is characterized by individual 
initiative, innovation, fieedom, and uniqueness. 
III.The management style is characterized by security of 
employment, longevity in position. and predictability. 
IV.The management style is characterized by competitiveness, 
production, and achievement. 
- 
Please rate activities in the firm descnbed by the following aaternents according to the scale 
below ranging from " Strongly agree" (7) to " Strongly disagree" ( 1)) 
a. In general. decision making responsibilities is based on sbaring and participating among al1 
workers in each organizationai unit and across al1 units. 
b. In generd, management encourages workers to initiate and take decisions conceming work 
processes. 
7 6 5 4 3 2 1 
c. Management encourages workers to participate in decisions making by soliciting their input and 
ideas regarding al1 organizational processes. 
d. Management consults with workers before making decisions conceming work processes. 
Decisions making within organizational units is actually based on consensus of almost al1 
workers or their teams. 
Workers in the firm are not penalized for wrong decisions but are encouraged to take 
responsibilities for their actions in a constructive manner. 
g. A positive workers' attitude exist in the fim towards participation in decisions making 
responsibilities as evident by their volunteenng of opinions in decisions making. 
p p p  
Please rate level of coordination in organizational activities described in the following statements 
according to the scaie below that ranges from "very highly coordinated" (7) to " very Iittle 
coordination" (1 ). 
a.Activities that govem work flow and progress among organizational units. 
7 6 5 4 3 2 1 
b.Prob1ems resolution activities among organizational units. 
7 6 5 4 3 2 1 
c. Work relationships between organization and its subcontractors. suppliers, and partners. 
7 6 5 4 3 2 1 
d. Activities conceming problem and conflict resolution in and among organizational units 
7 6 5 4 3 2 1 
e. Work relationships' activities between the constmction finn and its subcontractors. suppliers. 
allies, and partners. 
7 6 5 4 3 2 1 
Please rate the activities in the finn described in the following statements according to the scale 
below ranging from " Strongly agree" (7) to " Strongly disagree" ( 1 )) 
a. The flow of information, both vertically within the organizational hierarchy and laterally across 
the organizational units is unintempted. 
7 6 5 4 3 2 1 
b. Communication flow inside the organization could be best described as very accurate with very 
little distortion in information communicated. 
7 6 5 4 3 2 1 
c. Information communicated inside the organization is almost always sufficient in quality and 
quantity. 
7 6 S 4 3 2 1 
d. Access to information by workers when desired is aimoa aiways available in the organization. 
7 6 5 4 3 2 1 
e. Feed back about organizational processes & work tasks is cornmunicated regularly and timely. 
7 6 5 4 3 2 1 
E Quality & quantity of information flow is acceptable with extemal entities shanng in work 
relationships. i.e. , other firms, suppliers, subcontractors. and partners. 
7 6 5 4 3 2 1 
- - 
Please rate the level of activities in the firm described in the following statements according to the 
scale below ranging from " very high" (7) to " very low" (1)) 
a.The level that planning is used to develop strategies to achieve organizational goals and 
objectives. 
7 6 5 J 3 2 1 
b.The level that operational planning is used in identification of probiems in quality of operations. 
implementation of necessary changes, and their assessment. 
7 6 5 4 3 2 1 
c.The level that frequent and multiple environmental scanning functions is used by the 
organization to monitor markets trends and other cornpetitors in the industry . 
7 6 5 4 3 2 1 
d.The level that strength. weakness. opportunities and threats (SWOT) analysis is used in 
strategic planning, changing, and adapting organization to its environment. 
7 6 5 4 3 2 1 
Rate the level of importance in the fim for setting goals described in the statements below 
according to the scde that ranges from " of primaty importance" (7), to "of no importance" ( 1). 
a. Increasing profits levels. 
7 6 S 4 3 2 1 
b. Increasing costs effectiveness. 
7 6 5 4 3 2 I 
c. Growth into other sectors. 
7 6 5 4 3 2 1 
d. Improving quality. 
7 6 5 4 3 2 1 
e. Improving clients' service and relationships. 
7 6 5 4 3 2 1 
. Increasing workers' participation in descision making 
ORGANIZATIONAL EFFECTIVENESS QUESTIONNAIRE TYPE (2) 
- .  - 
(Rate the following statements as they relate to the firm according to the scale that ranges from 
"strongly agree" 7 to "strongly disagree" 1 ). 
- 
(1) 
a.Workers accept changes in organizational processes readily and their resistance to it is very 
rninimd. 
b. Workers view changes in organization's processes as an effort to improve operation. 
7 6 5 1 3 2 1 
c. Workers are eager to volunteer tirne to understand changes in organizational processes. 
7 6 5 J 3 2 1 
d. Workers are always critical of processes in use and look for other alternatives. 
7 6 5 4 3 2 1 
e. Management views changes in organizational processes favorably and actually encourages it 
when it is needed. 
7 6 5 4 3 2 1 
E Management always reviews organizational processes so it could introduce change wherever it 
is needed. 
Rate at which changes are introduced into organizational processes tries to keeps Pace with 
improvements in the field. 
7 6 5 4 3 2 1 
Once changes are introduced in organizational processes, smooth operations are usually 
resumed in a very quick penod. 
7 6 5 1 3 2 1 
-- 
Please rate the extent of rules and regulation used in the fim to regulate activities described 
below on the scale that ranges fiom "very extensive regulation" (7) to "very little regulation" (1)  
a. Al1 organizational work processes. 
7 6 5 J 3 2 1 
b. Instructions & procedures to perforrn work tasks. 
7 6 5 4 3 2 1 
c. Approaches to evaluate work tasks. 
7 6 5 J 3 1 
d. Management and workers actions 
7 6 5 J 3 2 1 
- - - - - - - - -- 
Please rate the following activities in the firm according to the aatements below on the scale that 
ranges fiom "very strict adherence" (7) to "vev little adherence" (1 ) 
a. Adherence of management to established work rules, regulations. and procedures. 
7 6 5 J 3 2 1 
b. Workers' adherence to established work rules, regulation, and procedures. 
7 6 5 J 3 2 1 
c. Adherence by the finn to eaablished niles. regulations. and procedures that govem 
relationships with extemal entities such as suppliers. subcontractors, other partners or allies. 
7 6 5 J 3 2 1 
- 
Please rate the level of activities in the fim described in the following statements according to 
scde ranging fiom " very high" (7) to " very low" (1)) 
a.Documented and formalized mies, job description and procedures are used in the organization. 
7 6 5 4 3 2 1 
b.Contro1 systems are used to standardize outputs 
7 6 5 4 3 2 1 
c.Al work processes used by the organization are reviewed. controlled to meet quality standards. 
7 6 5 J 3 2 1 
d. Process control tools & methods ( i.e. Pareto charts, benchmarking, statistical process control 
(SPC). concurrent engineering) are used in monitoring processes' quality. 
7 6 5 4 3 2 1 
e. Various rnethods are used to check, monitor, and update progress al1 work activities to ensure 
that production is within target schedule and budgeted costs. 
7 6 5 4 3 2 1 
f. A sense of order, continuity, and smooth operations is maintained in al1 organizational 
processes. 
7 6 5 1 3 2 1 
Rate activities of the firrn described in the following statements according to the scale below that 
ranges fiom "strongly agree" (7) to "strongly disagree" (1). 
a. No noticeable negative change is detected in quality output of organizational processes when 
the organization is handling multiple projects. 
b. The organization structure is suited to handle simultaneous projects at different sites. 
5 4 3 2 1 : 
c. In general, the organization can in a reasonable time acquire al1 the resources it needs for 
handling multiple projects contract. 
7 6 5 4 3 2 1 
d.Handling multiple average size construction projects is the nom for the organization. 
7 6 5 4 3 2 1 
e. More often than not, when the firm is handling multiple projects at different sites. the level of 
satisfaction of the various projects' constituents is acceptable. 
7 6 5 4 3 2 1 
-. - 
Please distribute 100 points among the four statements in each of the six parts depending on how 
similar the situation in your organization to that descnbed in each statement. For example in pan 
(A) . if the situation in your organization seems similar to that described in statement (1) and 
somewhat to that in (II), then you could give 75 points to (1) and 25 points to (TI). 
(A) 
I.The organization cm be characterized as a place of high morale. 
cohesion. and sharing among its workers. 
II. The organization cm be characterized as a dynamic place where 
emphasis is on acquiring new processes, innovating. and taking nsks. 
III-The organization can be characterized as a fomalized and stnrctured 
place where bureaucratic procedures control all processes. 
IV-The organization can be characterized as a place where workers 
are goal onented and emphasis is put on efficient production. 
I.The climate inside the organization is cornfortable. 
High trust and openness prevails. 
II.The climate inside the organization encourages dynamism 
leaming, and readiness to adapt to the new. 
IEThe climate inside the organization emphasizes stability. 
Work procedures are clear and ediorced. 
N.The climate inside the organization is competitive and 
emphasis is on beating the cornpetition. 
-- 
(C) 
I.Success is defined on the basis of sensitivity to clients, 
suppliers, the public, and concern for workers. 
ILSuccess is defined on the basis of being the first in having 
or using newest processes and innovating . 
III.Success is defined on the basis of having a smooth operation 
Within schedule execution, low cons production. 
1V.Success is defined on the basis of achieving maximum 
production while offering the most cornpetitive pricing. 
(Dl 
1 The glue that holds the organization together is loyalty and tradition. 
Cornmitment to the organization runs high. 
1I.The glue that holds the organization together is a cornmitment 
to innovation and development. 
III-The glue that holds the organization together is formalized policies. 
1V.The glue that holds the organization together is emphasis on 
market success and increased production. 
(El 
LThe head of the organization is generally considered to be 
a mentor, a sage, or a parent figure. 
II.The head of the organization is generally considered to be 
an innovator, or a risk taker. 
1II.The head of the organization is generally considered to be 
a coordinator, an organizer, or an efkiency expert. 
IV.The head of the organization is generally considered to be 
a hard-driver, a producer, or a cornpetitor. 
- - -  
(FI 
LThe management style is characterized by tearn work , 
consensus, and participation. 
KThe management style is characterized by individual 
initiative, innovation, freedom, and uniqueness. 
IILThe management style is characterized by security of 
ernployment. longevity in position, and predictability. 
IV-The management style is characterized by cornpetitiveness, 
production. and achievement. 
Please rate activities in the firm described by the following statements according to the scale 
below ranging fkom " Strongly agree" (7) to " Strongly disagree" (1)) 
a. In general, decision making responsibilities is based on sharing and participating among al1 
workers in each organizational unit and across al1 units. 
b. In generai, management encourages workers to initiate and take decisions conceming work 
processes. 
7 6 5 4 3 2 1 
c. Management encourages workers to participate in decisions making by soliciting their input and 
ideas regarding al1 organizational processes. 
d. Management consults with workers before making decisions conceming work processes. 
e. Decisions rnaking within organizational units is actually based on consensus of almost al1 
workers or their teams. 
f Workers in the firm are not penaiized for wrong decisions but are encouraged to take 
responsibilities for their actions in a constructive manner. 
g. A positive workers' attitude exist in the firm towards participation in decisions makinç 
responsibilities as evident by their volunteering of opinions in decisions making. 
- -- -- 
Please rate level of coordination in organizational activities described in the following statements 
according to the scale below that ranges fiom "very highly coordinated" (7) to " very little 
coordination" (1 ). 
a.Activities that govem work flow and progress among organizationai units. 
7 6 5 4 3 2 1 
b.Problerns resolution activities among organizational units. 
7 6 5 1 3 2 1 
c. Work relationships between organization and its subcontractors. suppliers, and pariners. 
7 6 5 4 3 2 1 
d. Activities conceming problem and conflict resolution in and among organizationai units 
7 6 5 1 3 2 1 
e. Work relationships' activities between the construction finn and its subcontractors. suppliers. 
allies, and partners. 
7 6 5 4 3 2 1 
Please rate the activities in the firm described in the following statements according to the scale 
below ranging from " Strongly agree" (7) to " Strongly disagree" (1)) 
a. The fl ow of information, both vertically within the organizational hierarchy and laterally across 
the organizational units is uninterrupted. 
7 6 5 4 3 2 1 
b. Communication flow inside the organization could be bea described as very accurate with very 
Iittle distortion in information cornmunicated. 
7 6 5 4 3 2 1 
c. Information cornmunicated inside the organization is almost always sufficient in quality and 
quantity. 
7 6 5 1 3 2 1 
d. Access to information by workers when desired is almoa always available in the organization. 
7 6 5 4 3 2 1 
e. Feed back about organizational processes & work tasks is communicated regularly and timely. 
7 6 5 4 3 2 1 
E Quality & quantity of information flow is acceptable with extemal entities sharing in work 
relationships. Le. . other firms, suppliers. subcontractors. and partners. 
7 6 5 1 3 2 1 
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AN EXPOSI? ON MULTIPLE REGRESSION 
C.O. FNTRODUCTION 
The general additive multiple regression model, which relates a dependent variable y 
to k predictors variables XI, x2, ........, xk, is given by the model equation 
Y = a+&, +pz- +--..a-- + &, + e 
The rnodel assumes that there is a fine with a vertical intercept a and partial slopes of /?, ,PP'. 
,....& called the true or population regression line. The random deviation e is assumed to be 
normally distributed with mean value O (b = 0) and variance o' for any values of xl. . .. . . . .. .xk. 
This implies that for fixed X I ,  x~ ........ xk values, y has a normal distribution with variance a' 
and mean y value that equals the expression 
mean y value for 
= a +P,xl +&xr +- - - - - -  +Pcxk 
x, ,- a, x, values 
The P,'s are called population regression coefficients and a + Plxl +P 2 x 2  + . . - +Pkxk is 
referred to as the population regression function. 
C. 1. FITTLNG A MODEL AND ASSESSING ITS UTILITY 
The principle of least squares is used in simple linear regression to estimate the 
coefficients. According to the principles of least squares, the fit of a particular estirnated 
regression function a - blxl- . . . . . . - b f l k  to the observed data is measured by the sum of 
squared deviations between the observed y values and the y values predicted by the estimated 
fùnction or rnodel: 
The least squares estimates of a, fl,  , ,- - - - - , p, are those of a, bi, b2, -.. .. -. bk that 
make rhis sum of squared deviations as small as possible. The utility of an estimated mode1 can 
be assessed by examining the extent to which predicted y values based on the estimated 
regression function (model) are close to the y values actually observed. The fira predicted 
n 
value of y or y, is obtained by taking the vaiues of the predictor variables XI, xz, . . . . .. xk for 
the first observation or data record and substituting these vaiues into the estimated regression 
-, 
model. Doing this successively for the remaining observations yields the predicted values y: 
A A A 
The residuals are then the diEerences y, - y, , y2 - y2 , - . . yi, - y, between the 
observed and predicted values. The residual (or error) surn of squares, SSResid. and the total 
sum of squares, SSTo, are given by 
SSResid = ~ ( ~ - j ) '  SSTo = x(y-$ 
where J is the mean of the y observations in the sample. SSResid measures the amount of 
total variation that has not been explained by the fitted model. SSTo is a measure of total 
variation in the sample data 
The number of degrees of fieedom associated with SSResid is il-(k+l). An estimate of 
the random deviation variance O' is given by: 
s; = SSResid 
n - ( k + I )  
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and S: is the estimate of o. The coefficient of multiple determination, f i  interpreted as the 
proportion of variation in observed y values that is explained by the fitted model, is given by: 
~ ' = 1 -  SSResid 
SSTo 
Generally, a desirable model is one that results in both a large R' value and a small S. 
value. However, there is a catch: These hm conditions can be achieved by fitting a model that 
contains a large number of predictors. Such a model may be successfbl in explaining al1 the 
dependent variable y variation, but it almost always specifies a relationship that is unrealistic 
and dificult to interpret. What is wanted really is a simple model, one with relatively few 
predictors whose roles are easily interpreted, which also does a good job of explaining 
variation in y. 
The SAS procedures used in the analysis to calculate a multiple regression linear 
model using the fourteen hypothesized predictors includes and S. values in its output. and 
give SSResid. In addition it cornputes a quantity called adjusted p. which involves a 
downward adjustrnent of R'. If a large k has been achieved through using just a few 
predictors in the model, adjusted will differ little from R? However, the adjustment can be 
substantial when either a great many predictors (relative to the number of observations) have 
been used or when J f  itself is small to moderate. 
C.1.1. The F Test for Mode1 Utility 
In the simple linear mode1 with regression tùnction cr +B.  ifP = O. there is no usefûl 
linear relationship between y and the single predictor variable x. Similarly, if al1 k coefficients 
, a ,....,pl are zero in the general k- predictor multiple regression model, there is no usefùl 
linear relationship between y and any of the predictor variables xi. x.7, ........ a included in the 
model. Before using an estimated model in further inferences (for exarnple prediction), it is 
desirable to confirm the model's utility through formal ,test procedure. This test is called the F 
test. From the preceding section, we know that SSTo is a measure of total variation in the 
sarnple data and that SSResid measures the amount of total variation that has not been 
explained by the fitted model. The difference between total and error sums of squares is itself 
a sum of squares. called regression mode1 sum of squares (SSRegr) and equals SSTo - 
SSResid. 
SSRegr is interpreted as the amount of total variation that has been explained by the 
model. The rnodel should be judged usefül if SSRegr is large relative to SSResid. and this 
achieved by using small number of predictors relative to sample size. The nurnber of degrees 
of ffeedom associated with SSRegr is k, the nurnber of model predictors. and df for SSResid 
is i l  - (k+l). The model utility F test is based on the following distributional result. When al1 
the k P,'s are zero in the model Y = a + &, + P 2 x 2  + - - - + P,x, + e ,  the statistic 
F =  SSRegr/ k has an F probability distribution based on k numerator df and i l -  
~ ~ ~ e s i d / [ n  - (k + 1)] 
(k+l) denominator d f  The value of F tends to be larger when at least one ,û, is not zero than 
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when al1 the fi's are zero, since more variation is typically explained by the model in the 
former case than in the latter. An F statistic value far out in the upper tail of the associated F 
distribution can be more attnbuted to at least one nonzero p, rather than when dl P,'s are 
zero. This is why the model utility F test is upper tailed. 
Therefore the F test for utility of the multiple regression linear model 
Y = a+& + - o . * . * .  + B k x ,  + e 
Nul1 hypothesis: 
Ho: p, =p3  =. - - - -  p, = O (There is no linear relationship between y and 
any of the hypothesized predictors x,. x?, .... . . . . xk) 
Alternative hypothesis: 
Ha: At least one among f i ' s  is not zero. (there is a useful linear relationship between y 
and at least one of the predictors) 
Test Statistic: F = SSRegr/k 
~ ~ ~ e s i d / [ t i  - (k + l)] 
where SSRegr = SSTo - SSResid. An equivafent formula is 
Rejection region: 
The nul1 hypothesis is rejected when F > F critical value. The F critical value (level of 
significance) 
C.2. VARIABLE SELECTION (HOW lMANY PREDICTORS TO RETAIN IN THE MODEL) 
By checking the null hypothesis T= HO: Parameter= O, (the t test that the parameter is 
zero, this is computed as the Parameter Estimate divided by the Standard Error for each 
variable) conceming the parameter estimates, (Prob> 1 TI ) of each variable included in the 
rnodel and whether it tme or not, the decision can be made as to how many variables to retain 
in the model. The (Rob> 1 TI ) is the two-tailed significance probability that a t statistic would 
obtain a p a t e r  absolute value than that observed, given that the true parameter is zero. 
Assessing the stattistical significance of sets of the coefficients P,'s by model 
comparison tests provides a useful and flexible way for guiding the variable selection process. 
The 1 test values and their probabilities (T:HO=O, Prob> 1 TI ) that are calculated or given by 
SAS computer package for the "significance" of the parameter estimate of the intercept and 
each predictor included the model is generally used as the test for including the predictor or 
excluding it from the model. The (Rob> 1 TI ) value represents the probability of rejecting the 
null hypothesis that the particular coefficient equals to zero. Depending on the chosen level of 
significance for including variables in the rnodei, the lower the (Prob> 1 TI ) value, the better 
chance for including the variable in the model. The resulting (Probs 1 TI ) values for the 
hypothesized variables depends on the model selection procedures used in model building. 
The (T:HO=O, Prob> 1 TI ) values given by the various mode1 selection procedures should be 
treated carefiilly especially for stepwise and fonvard selection procedures, especially if the 
initial pool of predictors is moderate (1 5) or large (30) (Stevens. 1992). 
C.2.1. Mode1 SeIection Procedures 
Mode1 selection methods can be divided into two types. There are those based on 
fining every possible model, computing one or more sumrnary quantities h m  each fit. and 
computing these quantities to identify the most satisfactory models. Several of the most 
powerfiil statistical computer packages have an dl-subsets option such as SAS and SPSS. 
Methods of the second type are often referred to as automatic selection, or stepwise. 
procedures. The generai idea is to either begin with m predictor mode1 and delete variables 
one by one until dl remaining predictors are judged important, or begin with no predictors and 
add predictors until no predictor not in the model seems important. 
What characteristic(s) of the estimated models should be examined in the search for a 
best model? Devore and Peck ( 1993) discussed the use of l? which masures the proportion 
of observed y variation explained by the model. A model with a large R* value is preferable to 
another model containing the sarne number of predictors but which has a much smaller R' 
value. However they argued that using R~ to choose between models containing different 
numbers of predictors is not so straightforward because adding a predictor to a model can 
never decrease the value of R ~ .  In particular. the model containing al1 candidate predictors is 
guaranteed to have R~ value at least as large as for any mode1 that includes some but not ail of 
these predictors. A small increase R* in resulting fiom the addition of a predictor to a mode1 
may be offset by the increased complexity of the new mode1 and the reduction of degrees of 
freedom associated with SSResid. This is why adjusted R~ was introduced. Adjusted R~ 
fonnalizes the notion of diminishing retums as more predictors are added-smdl increases in 
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are outweighed by corresponding decreases in degrees of Freedorn associated with SSResid. 
Therefore a reasonable strategy in model selection is to identify the mode1 with the largest 
value of adjuaed Z? (the corresponding number of predictors k is often much smaller than 
their total number ) and then consider only the model and any others whose adjusted R' values 
are nearly as large. 
In the following section severai sequential selection procedures that have been used in 
regression analysis (Dillon and Goldstein, 1984) are presented. 
C.2.1.1. Al1 Possible Regression Subsets 
This procedure, as its name suggests, fits al1 possible regression of a given size. With 
(m) explanatory variables there (2" ) possible regression models, ranging from the simplest 
form, where ody one of the predictors is included, to the most cornplex, in which al! 
predictors are included (see later in the appendix the results yielded by al1 possible regression 
procedure performed by SAS computer on data used by this study). This approach generally 
relies on R~ as the assessrnent critenon, and the process Stans by computing the R~ values for 
al1 the combinations of predictors of a give size, that is, ranging fkom 1 to m. For each subset 
of a given size the combination of predictors that yields the largest l? value is selected out and 
then compared. again in terms of R ~ ,  with the others "winners" from the other subsets of 
different size. The more recent algorithms allow different selection cnteria to be used such as 
adjusted R~ which is discussed in the preceding paragraph and C, statistic. C, was proposed 
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by Mallows (1973) as a criterion for selecting a model. It is a measure of total squared error. 
The value for the C, aatistic is defined by: 
Cp = (SSE, /s2) - (N-Z*p) 
where S S E p  is the error sum of squares for a mode1 with p parameters including the intercept. 
if any. and s2 is the mean square error (MSE) for the model. A good model according to this 
cnterion is one that has small C, (for accurate prediction) and C, si k + 1 (for unbiasedness in 
estimating model coefficients) where k is the number of predictors in the model. 
C.2.1.2. Sequential Selection 
The sequential procedures can be viewed as a compromise with al1 possible regression 
approach. Three types of sequential methods are mainly utilired. Namely, bachard selrcrior~, 
fonvard selectior~, and stepwise selectiorl. Essentially, these ap proaches differ wit h respect t O 
the direction taken in mode1 selection and the reversibility of a decision as to the worthiness of 
a candidate predictor. 
backward selection works in the following way: 
1. A regression equation (model) that includes ail of the p independent variables is 
obtained. 
2. The R* induced ftom deleting each independent variable, or equivalentiy the 
partial F test value for each independent variable treated as though it were the 
last variable to enter the regression equation, is calculated 
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3. The lowest partial F test value, denoted by FL , is compared with a 
predetermined critical tabulated F -value denoted by Fc.. If 
a. FL < FC remove that variable associated with this , recompute the regression 
equation in the remaining independent variables and return to stage 7; 
b. FL > Fc adopt the regression equation as calculated 
Forward selection works in the following way: 
1. The process begins with no variables having been included in the regression 
equation. 
2. The correlations of al1 the predictor variables with the dependent variable are 
calculated, and that predictor with the largest correlation is selected if its 
corresponding partial F-value is statistically significant at some predetermined 
level . 
3.  The independent variable selected at stage 2 is entered, and the regression 
equation is calculated. 
4. At each successive stage the independent variable with the largest parfia/ 
correlation coefficient is selected. 
5. The corresponding partial F test value for this variable, denoted by Fi{ . is 
compared with a predetermined critical tabulated F-value, denoted by Fc. If: 
a. FH < Fr , include that variable which gave the highest partial corresponding 
coefficient, recaiculate the regression equation, and return to stage 4; 
b. FH > Fc adopt the regression equation as caiculated. 
Stepwise selection works in the following way: 
Calculate the correlations of dl the predictor variables with the dependent variable. As the 
first variable to enter the regression, select the one moa highly correlated with the 
critenon. Let Xi denote the selected predictor variable. 
Regress Y on X; . Retain in the fined model if the overd1 F-test shows that the regression 
equation is statistically significant. 
Calculate the partial correlation coefficients of al1 the variables not in the regression 
equation with the criterion. Select as the next variable to enter the one with the highest 
partial correlation coefficient. Denote the seleaed variable by 4. 
With both X, and X;- in the model, compute the regression equation. Retain the new 
variable k; in the regression equation if its partial F-value is statistically significant as 
compared to critical tabulated (1 - a)-values under the F-distribution with 1 and 11-2- 1 df. 
Select as the next variable to enter the one most highly correlated with the dependent 
variable, given that the variables X, and X, are already in the regression equation. Denote 
this variable by Xk. 
Enter the new variable Xk into the model, and compute the regression equation including 
Xi , Xj , and XL. The decision as to whether (1) Xk should be included in the regression 
given that Xi and X j  are already in, (2) X, warrants retention in the mode1 given that X, and 
Xk have been aIreadv included. and (3) X warrants retention in the model given that X and 
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Xk have been already included can be made on the basis of the partial F-vaiues of the three 
variables. 
7. The stepwise procedure continues in similar fashion. Termination occurs when no variable 
can be either entered or removed fiom the regression equation. 
The various seledion procedures can be viewed as usefil approaches to selecting 
"good" subsets of predictor variables. Stevens (1992) state the following two rules of thumb 
for the selection of predictor variables in models. 
1. Choose variables that correlate highly with the cnterion but that have low 
intercorrelations. 
2. To these variables add other variables that have low correlations with the criterion but that 
have high correlations with the other predictors. 
c.3. DIAGNOSIS AND CHECKING MODEL ADEQUACY 
In order to make reliable inferences fiom the chosen regression model the key 
assumptions that (1) the emor (e) has a normal distribution, (2) the standard deviation of (e) is 
o. which does not depend on observation x, have to hold. Inferences based on the regression 
model continue to be reliable when model assumptions are slightly violated (mild nonnormality 
of the random deviation distribution). However, use of an estimated rnodel in the face of 
grossly violated assumptions can result in very rnisleading conclusions being drawn. Therefore 
it is desirable to check for model adequacy by inspecting that the model holds these 
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assumptions. This is done by a number of steps which include residuai analysis. and 
rnutlicollinearity analysis. 
C.3.1. Residual Analysis 
Residual analysis is handled by plotting the computed standardized residuals resulting 
fiom the fit of the chosen model. Plots of the standardized residuals against each predictor 
variable in the model called standardized residual plots, are helpful in identi@ng unusual or 
highly influential observations and in checking for violations of rnodel assumptions. That is. a 
plot of (XI, standardized residual) pairs, another of (X2, standardized residual) pairs. and so 
on. A desirable plot is one that exhibits no particular pattern (such as curvature or much 
greater spread in one part of the plot than in another), and one that has no point that is far 
removed fiom al1 the othen. A point falling far above or beiow the horizontal line at height 
zero (an outlier) corresponds to a large standardized residual, which may indicate some kind 
of unusual behavior, such as recording error. a non standard experimental condition, or an 
atypical experimental subject. A point that has an x value that differs greatly from others in the 
data set could have exerted excessive influence in determining the fitted line (an influential). In 
case an observation is suspected, deleting the observation and refitting the model will reveal 
the extent of actual influence. 
A good check that is performed in residual analysis is the normal probability plot of 
the standardized residuals. A normal probability plot of the standardized residuals that departs 
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too much fiom a straight line casts doubt on the assumption that the random deviation (e) has 
a normal distribution. 
C.3.1.1. Outliers 
An outlier among a set of residuals is one that is much larger than the rest in absolute 
value, perhaps lying as many as three or more standard deviations from the mean of the 
residuals. Clearly, the presence of such an extreme value can significantly affect the least- 
squares fitting of a model, and so it is important to determine if the analysis should be 
modified in some way (such as by deleting the observation). An outlier in the data may 
indicate special circumstances warranthg further investigation (e.g., such as the presence of 
an unanticipated interaction effect among the variables). Therefore, deleting the obsewation is 
not recommended immediately unless there is strong evidence that it resulted From a mistake 
( e g .  an error in data recording). 
There are a number of statistical methods for detecting outliers that include jackknife 
residuals method, leverages method, and Cook's distance method. SAS provides all. Here the 
emphasis is on Cook's distance statistic which measures the level of the change to the 
parameter estirnates that result from deleting the outlier observation. As a rule of thumb when 
the value of Cook's distance equals one for any observation that calls for checking and 
scrutinizing that observation. 
C.3.2. Multicollinearity 
Generally, when the fitted model includes k predictors Xi, Xt , X3 , ......... XI- there is 
said to be multicollinearity if there is a strong linear relationship between values of the 
predictors. Severe multicollinearity leads to instabiiity of estimated coefficients. In order to 
identie such relationships, l? values for regressions in which the dependent variable is taken 
to be one of the k X s  and the predictors remaining (k - 1) Xs,  have to computed. Each 
regression yields an R~ value. In general, there are k such regressions and, therefore. k ~ '  
resulting values. If one or more of these R' values is large (close to one). multicollinearity is 
present. 
SAS procedure allows an options (TOL) in its mode1 statement that when executed. 
p n m  tolerance values for the predictor variables included in the fitted model. Tolerance for a 
variable is defined as (1  - R~ ), where R* is obtained from the regression of the variable on al1 
other regressors (predictors) in the model. Therefore a high tolerance value for a predictor 
variable given by SAS output indicates low multicollinearity and appropriateness of including 
the variable in the fitted model. As a rule of thumb, when the TOL is O, it means that the 
variables are related. when TOL CO.0 1. this indicates severe multicollinearity. In both of these 
cases, the SAS will automatically remove such variables. When the TOL x0.2. it causes 
interpretation and variable selection problems. In order to resolve the problem. variables 
intercorrelations must investigated and remove variables with high correlation. 
C.4. INFERENCES BASED ON THE ESTIMATED MODEL 
In the previous sections, a discussion was presented how to estimate the coefficients in 
the mode1 Y = a + f l , x ,  +&x2 t----- + P,x, + e using the principle of least squares and 
then how the utility of the model could be confirmed by the application of the mode1 utility F 
test. If the nul1 hypothesis Ho : P, = fi2 = f i3 = - - = p, = O c m  not be rejected at a 
reasonably small level of significance, it must be concluded that the mode1 does not speci@ a 
usefùl relationship between Y and any of the predictor variables XI. XA ..-...., xk.- The 
investigator must search further for a mode1 that does describe a usehl relationship. perhaps 
by introduclng dEerent predicton or making variable transformations. Only if Ho can be 
rejected is it appropnate to proceed further with the chosen mode1 and make inferences based 
on the estimated coefficients. a, bl. b2, .. . . . .. bk and the estimated regression model o - b,x, - . 
. . .  . .- bk&. 
Appendix (D)-SAS Output 
Part (1) 
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Abstract 
The purpose of this study was twofold: fikt to identifjr the language Iearning 
strategies (LLS) of seven successful adult female leamers enrolled in English as a 
Second Language (ESL) at the University of Victoria; and, secondly, to describe in 
what naturalistic life circumstances or situations these strategies are revealed. 
The Iearners were self-selected for the study. Al1 were enrolled in a 410, 
intermediate Ievel ESL course and ranged from twenty-one to twenty-seven years of 
age. There were six Asian participants and one Mexican. Expenence in ESL study 
ranged from approximately one year to eleven years. 
The choice of female participants was based on convenience; suggestions in 
existing research about women's differentiated use of LLS; and the researcher's own 
career role in association with young women studying ESL. Although gender was not 
a specific focus in the midy, the female researcher and participants share a common 
phenomenological reality. This prompted questions about assumptions, methods. and 
findings of the snidy, as weli as its conceptual framework. 
Three data collection processes were used to rneasure learners' reported use of 
LLS. The fint was the Strategies Inventory in Language Learning (SILL) (Oxford, 
1989), a fi@ item, Likert scaled summative tool measuring LLS preference in six 
macrostrategy areas. The second and third data collection methods were qualitative. 
Employing the second method, participants were i n t e ~ e w e d  twice by the researcher. 
Using the third methodology, participants kept reflective notes/mini-diary studies for a 
period of two weeks. 
ï h e  strategy category system from the SILL was used to organize the 
qualitative data fiom the interviews and reflective notes. 
The moa significant findings nom the snidy were: 
1. The participants used al1 categories of LLS as measured by SEL, but 
tended to prefer cognitive, metacognitive, and affective strategies; 
2. ESL appean to be learned in a variety of ways depending on individual 
psychological and social situational factors; and, 
3. Learners optimized multiple Iife situations-formal and informal; 
psychological; and, social-to realize their leaming goals and aspirations. 
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CHAPTER ONE 
Successful Female Adult Language Leamers: 
Their Strategy Use in Second Language Leaming 
Introduction 
The closing decades of the twentieth century have witnessed tremendous 
growth and change in the knowledge base and requirements for language use 
throughout the world (Esling, 1989). English has emerged as an international language 
of science, medicine, and education (Johnstone, 1992). 
Coupled with these communication requirements, this century has witnessed 
globally dimptive, political, and ecological activity which has resulted in a rising 
nurnber of migrants, refugees, and immigrants requiring language reeducation (Bassler, 
1990; Butler, 199 1). 
Within the field of adult language learning (including second or foreign 
language learning), the prefen-ed educational approach has reflected a major theoretical 
shifi (McLaughlin, Rossman, & McLeod, 1983; Swaffar, 1989; etc.). Whereas early 
efforts focused mainly on the role of learning theory and methodology, current efforts 
have demonstrated an increased interest in the role of the learner, his/her attributes, 
characteristics, and behaviours. Among these are included human information 
processing capacity, language leaming expenence, and the use of language learning 
strategies (LLS) (Bialystok, 1978; Schmidt, 1990). 
Theoretical efforts to explain adult language leamhg have constituted a 
complex and confusing area of research due to the interlintra-disciplinary complexity 
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of language learning process (Long, 1990). in order to focus and priorize research 
efforts, it became necessary to delineate the most salient areas of the language leaming 
process (Bialystok, 1978; McLaughlin, et al., 1983), identify pivotal consûucts and 
relationships (Ellis, 1989), and define ambiguous terminology (Stem, 1991; Stevick, 
1990). 
Historically, theory in addt language learning, most commonly called Second 
Language Acquisition (SLA), the process of acquiring another language after one's 
native language (Gass & Selinker, 1994), has been characterized by two different 
traditions: one linguistic in nature and the other psychological. The linguistic 
tradition focused pnm&ly on leamhg methodology and content, including such 
theoretical constructs as contrastive analysis, comprehensible input, and variability in 
leaming rate (Ellis, 1989; Johnstone, 19%; etc.). 
Alternatively, the psychological tradition addressed the leamer, hisher 
characteristics including needs, attitudes, and affective behaviour (Bialystok, 1975; 
Ellis, 1989; Gardiner & Maclntyre, 1993). 
Much of the early emphasis in both research and practice has focused on the 
traditional, linguistic rules aspect of language learning (Jacobs & Schumann, 1992). 
Thus, resultant theory has Iargely addressed outcome evidence, the what of language 
iearning; that is, learning associated manifestations or products (Cohen, 1990). In the 
area of strategies related to language leaming, it was often teaching strategies or 
learning materials which received primary research attention (Swaffar, 1989). The 
processural, leamer focused aspects of language learning were largely ignored (Cohen, 
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1990; Raymond, 1982). 
Recent efforts have moved away fkom the focus on the what and toward the 
how of language Iearning (Cohen, 1990). Increasingly, research and practice has 
sought to utilize curent psychologicd tradition and theory in understanding the 
process of language learning and the Uiherent role of the leamer. This perspective 
assumes an understanding of language as a living, "...creative process with strong 
genetic roots, something best approached fiom the stance of cognitive psychology" 
(McArthur, 1983, p. 35). 
Thus as the paradigm for understanding the process of SLA has shified and 
become more inclusive, the cend i ty  of the leamer's role has increasingly been 
recognized. Subsequently, the behaviours and attributes, cognitive and othenvise, 
which characterize and differentiate SLA participants, have attracted the attention of 
both researchers and practitioners (Reid, 1987; Swaffar, 1987). 
One of these areas of leaming behaviour that has atnacted increasing attention 
has been leamers' use of strategic behaviour in SLA (Canale & Swain, 1980; 
O'MaIley & Chamot, 1990; Oxford, 1985). 
The field of cognitive psychology has suggested' a variety of approaches and 
processes that the human mind uses in interpreting and rnanipulating incorning sensory 
information. Eisner (1994) çuggested that six basic components be inciuded in a 
taxonomy of cognitive processes. These were possession of knowledge, 
comprehension, application, analysis, synthesis, and evaluation. Through these mental 
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operations or processes of learning, informational input is modified by the learner into 
lmowledge or knowledge structures. Thus input becomes intake and schemata 
encoding the intake are fomed as knowledge. This knowledge can then be stored in 
long term memory to be retneved and used when needed as output (Gass, 1988). 
The assigrnent of the language Ieaming process to the domain of cognitive 
psychology, made some basic philosophical assumptions about the nature of language 
leaming and the role of the learner. It assumed that language Ieaming involves both 
controlled and automatic processes, depending on task requirements, learner 
attentiveness, and the ability and experience of the leamer (McLaughlin, et al., 1983). 
It also assurned that the language leaming process is multifaceted and interactional 
(Gass, 1988), involves modification and transformation of incoming language stimuli, 
and that the language leamer is a proactive creator of knowledge. 
Anderson (1985) noted that in cognitive learning endeavours there was a 
difference between novice and expert learners; experts perceived reoccurring patterns 
in problems or tasks and were able to tailor or strategically link their solutions to fit 
these patterns. This same ability, to differentiate between the successful and the Iess 
successful learner, had been evident in empincd research efforts related to better 
understanding leamers' SLA efforts (Naiman, Frohlich, Stem, & Todesco, 1978; 
Rubin, 1975). 
Subsequently, strategic insight and behaviour were suggested as a way for 
language learners to better interact cognitively with incoming knowledge in order to 
optimize their SLA learning efforts (McLaughlin, et al., 1983). That is, it was posited 
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that the use of language leaming strategies by learners greatly enhanced their chances 
for success in achieving a successful SLA experience (Naiman, et al., 1978; Stem, 
1975). 
This was a significant finding because success in SLA had not aiways been 
consistent with learners' or teachers' eEorts. Practicd solutions were needed for 
"...the perennid cornplaints about the unsatisfactory state of language teaching, about 
its ineffectiveness, about the waste of money and energy on something that does not 
produce cornmensurate resdts." (Stem, 1983, p. 24). The possibility that Iearners' use 
of LLS, in the process of SLA, could provide some foms of solution to this problem 
was tempting indeed. 
Although the concept of mategy use in language leaming has only been 
described in the past three decades or so, the use of strategy to optimize human 
endeavours is not a novel idea. Etymologically, our use of the word strategy is said to 
refer to a "a clever or careh1 plan" (Barahart, 1988, p. 1074). Borrowed from the 
French strategie7 and referring to the art and planning of military operations, the word 
may have originated nom the Greek word stetegin which literally meant the command 
of a general (Banihart, 1988). 
Historically, the concept of snategy use has been described for many centuries. 
The monumental sixth century army general Sun T m  wrote in his classic, The Ar t  of 
War, of the necessity for study, analysis, and rational thought as the b a i s  for the 
planning and conduct of successful military endeavours (Griffiîh, 1971). Much later, 
with regard to the organization and success of Japanese business management, Michael 
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Deutsch (1 983) cited The Book of FNe Rings: A Guide to Winning Smregy when 
speaking to American businessmen regarding their understanding of Japanese business 
processes. He said (of American businessrnen), "They need to recognize that in order 
to meet the special opportunities and challenges of Japan, different strategies are 
required from those used in other countries." (Deutçch, 1983, p. 12). 
In these instances, strategy is suggested as a way in which adversaries, in war 
or commerce, could better understand and controt their thinking and behaviours in 
order to realize satisfactory outcornes to their endeavours. lnherent was the 
asçumption that the person(s) mobilizing the strategy needed to assess the requirernents 
of the task at hand and decide how to best ailocate resources, in order to rea1ize the 
most success. 
It is evident that in ail endeavours involvkg the use of strategic behaviour, the 
strategin is involved in a complex interactive process with the challenge or task at 
hand. Initially the strategist must intentionally be oriented toward the problem, 
proceed by continuously choosing fkom a nurnber of possible solutions, and fmally 
combine or orchestrate these choices to produce a final solution. 
The potential efficacy of this ability had been posited theoretically in the field 
of leaming generally (Dansereau, 1985, Entwistle & Ramsden, 1983), and reported 
empirically by SLA researcherç. 
Perhaps because the basic understanding of the SLA process was so nebulous, 
and the theoretical base sornewhat hctured between a linguistic orientation and a 
cognitive psychological orientation, resultant research efforts related to LLS use 
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diverged in a variety of directions. 
The outcome was that there are "...almost two dozen L2 strategy classification 
systems." (Oxford, 1993% p. 182). Nevertheless, it has been suggested that research 
related to the use of language leamïng strategies in the SLA process can be grouped in 
five general areas. These include: 
1. Linguistically based strategy systems deaiing with language monitoring, 
inferencing, formal and fiinctional practising (Bialystok, 1978), various types of 
communication strategies like paraphrashg or borrowing (Tarone, 1977), and the 
concept of communicative competence (Canale & Swain, 1980); 
2. Systems based on psychological functions such as cognitive and socio- 
affective strategies (Marton, 1983; O'Malley & Chamof 1990); 
3. Systems based on typologies describing characteristic behaviours of 
successful language learners (Naiman, et ai., 1978; Rubin, 1975; Stem, 1975); 
4. Systems based primarily on particular learning skilis nich as vocabulary 
leaming, reading comprehension, or writing (Cohen, 1990); and, 
5. Systems based on diEerent types of learners related to their leaming çryles 
(Sutter, 1995) or sûrttegy-style Linkages (Ehrman & Oxford, 1989; Ely, 1989). 
(Oxford, 1993) 
Further to the above, other researchen nich as Krashen (as cited in Stem, 
i984), took the stance that strategies occurred in a natural progression in the role of 
language acquisition, while Ellis (1985) suggested that strategy combinations are 
hierarchically related, in a psycholinguistic sense, such that they emerge as linguistic 
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structures, becoming increasingly more complex. He also posited that atternpting to 
identiQ leamer strategies was somewhat like "...snimbling blindfolded around a room 
to find a hidden object." (Ellis, as cited in Towell & Hawkins, 1994, p. 226). 
It is evident fiom the foregoing that the research field related to mategy use Ui 
SLA is hugh t  with ambiguities and conflicting perspectives. Thus the use of the terni 
strotegy in SLA by Cohen or Ely wouid be similar to Oxford's use of the tem, but 
less like the use of the term by Krashen or Canaie and Swain. 
Nevertheless, it cm asçuredly be said that SLA is a complex, multifaceted, 
interactive endeavour and Iearningiacquisition occurs in many different ways, some of 
them episodic and unplanned. LLS use has emerged consistently as one factor among 
others (for example, personaiity and motivationai factors) important in understanding 
the language leaming process (Naiman, et al., 1978; Reid, 1987). It has transpired 
over time that LLS use in SLA merits research focus, if for no other reason than that 
second language leamers seemed better prepared for the process and were predictably 
more successfùl, if equipped with the resourcefuiness that stratepic behaviour seemed 
to avail. 
Problem Statement 
The field of strategic learning behaviour in the field of SLA abounds with 
inconsistencies. There have been theoretical shifts, such as the shift fiom emphasis on 
linguistic f o m  and content, to an emphasis on the role of the leamer in the generative 
construction of language. 
Researchers have also noted a persistent lack of clarificarion regarding concepts 
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and strategy typologies (Oxford & Cohen, 1992), inconsistencies related to 
terminology use (Stevick, 1990), and arnbiguous, ambivalent research gods (Gass, 
1988). These inconsistencies pose obvious dilemmas for focused empirical work in the 
development of a congruent SLA theory base. 
Thus, although many dennitions, criteria, and typologies have been used to 
conceptualize the way in which LLS are operative in language leaming, satisfactory 
explanation and understanding of strategy use remain elusive at a theoretical level. At 
the classroorn level, teachers need a more uiformed understanding of both teaching and 
leaming conditions that result in optimal successful SLA. 
Existing research seems to suggest that learning strategies are significant in the 
role of successful second language learning (Bialystok, 1978; Cohen, 1990; Wenden, 
1987a). What remains uncertain is an informed understanding of what learning 
strategies are used by successful language Iearners, and perhaps even more 
significantly when and how they are used (Gass & Selinker, 1994; Rubin & Thompson, 
1994; Wenden, 1986). 
Puruose of the Studv 
Long (1990) suggested that an explanatory theory of SLA should fun be 
interactionist (recogniPng both leamer variables and environmental variables). 
Secondly, he suggested that a satisfactory SLA theory would need to specify which 
leamer and environmental factors are of constant significance, and which are less 
constant andor interactive with other variables, including when and how this occurs. 
The purpose of this study is to contribute to a more informed understanding of 
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LLS use by successfùl adult femaie language learners. For exarnple, what strategies 
do learners use in their language learning? Do strategies inciude informa1 behavioun 
linked to formal learning experiences? 1s it possible for leamers to conceptualize and 
articulate these concisely? Are learning situations important in prompting and ushg 
successful strategies? By examinhg these kinds of questions it rnay be possible to 
better understand the use of leaming strategies by the successful adult female lan-gage 
learners who are the subjects of this study. 
Although gender was not specifically a focus in this study, it should be noted 
that gender is a sipificant factor in the wornen's use of language (Tannen, 1990). For 
exarnple, it has been reported that women use more LLS, both qualitatively and 
quantitatively, than men (Oxford Br Nyikos, 1989). It has been posited that LLS use 
rnay be related to various particular female amibutes including physiology of the brain 
(Caine & Caine, 199 L), purpose of language use (Tannen, 1990), context of language 
use (Green & Oxford, 1995), etc. Nevertheless, since gender was one variable which 
remained constant in this snidy, it was not specifically investigated relative to leamen' 
use of LLS. 
One of the barriers to the utilization of innovative and creative teaching and 
leaming processes in the field of SLA, is the problem of linking theory to practice. 
Studies like the present one might be an asset in providing such a linkage. 
It has been suggested elsewhere that research snidies using multi-method, multi- 
factorid approaches involving a vmiety of data collection techniques, both qualitative 
and quantitative, may prove useful in language learning research (Oxford & Cohen, 
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1992). Extensive longitudinal, cross-sectional (07Malley & Chamot, 1 WO), and cross- 
cultural (Oxford, 1995) studies are needed to produce consistency in our expanded 
understanding of stntegic processes used by language leamers. The curent snidy is a 
mal1 research effort oriented toward a generally enhanced understanding of language 
learning strategy use through the examination and reporting of patterns of strategy 
usage particular to a group of adult females involved in SLA. 
The Professional Experiential Context 
Sometimes in professional teaching practice, an observation of, or reflection on, 
an apparently ineffecnial methodoIogica1 approach can serve as a cue to reflective 
thought. As such, the very focus on something that does not seem to support learning, 
prompts one to ask substantive questions regarding the possible nature or process of a 
more effective method The thoughts leading to the following two research questions 
evolved in much that way. 
Some years ago, while guiding language learnee attempting to master a 
listening cornprehension task, 1 became aware that in fact the task offered a limited 
range of solution possibilities. It was a static, traditional exercise attempting to teach 
adult language leamers listening and comprehension skills in a language laboratory 
setring. It confined them to a rigid protocol, predetermined by the teacher and the Iab 
instnictor. 
However, as the task progressed, it became evident that not al1 learners were 
following the authoriied approach. Despite cautionary requests fiom me, theu  teacher, 
and the language laboratory instnictor, some learners persisted in doing what seemed 
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to enable them to capture the sounds and meaning inherent in the leming material. 
Further, it seemed that the leamers trying their own, alternative methods were 
achieving a higher level of task success (comprehension) than some others in the class 
who were being cornpliant. 
When reflecting on this observation, I was prompted to analyze the components 
of that learning situation: the non-cornpliant learner behaviour, the lesson plan, the 
material, the learning context, etc. This reflection resulted in a number of thoughts. 
For example, what were these learners trying to do by following their own approaches 
to the listenuig matenal rather than the one authonzed by the teachers? Did these 
more self-directed learners have their own particular, more effective ways of 
organirilg and understanding the matenal? What if these behaviours really were 
associated with success in developing listening comprehension skill? Could they be 
observed in other areas of language leaming and would it be possible to identifi them 
and the situations in which they occurred? 
The following research questions address limited aspects of both the whm and 
how of sû-ategic behaviour in language learning. In particular they examine the use of 
strategies by seven successfûl adult female language learners. 
The Research Ouestions 
1. What are language leaming strategies w d  by this respondent group of 
niccessful adult female second language leamers? and; 
2. In what naturalistic life situations are these revealed? 
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Definition of Terms 
Second Language Acquisition (SU): the process of acquiring another language 
after one's native language has been learned (Gass & Selinker, 1994). 
Languoge Learning Strategies (US): activities, often conscious, one engages 
to facilitate and support the growth of proficiency in the SLA process. For the 
purpose of this study, such strategies include those suggested in Oxford's ( 1985) 
taxonomy. They are: 
Direct Strategy CZass (interact dkectly with linguistic material to be used as 
when the leamer reorganizes or reinterprets linguistic structures). The macrostrategy 
categories in this class are: a) memory strategies-used to encode, recognize, and 
retrieve language information into memory (Le., imagery, grouping, etc.) (Thompson, 
1 987); b) cognitive strategies-involve manipulation or reorganization of linguistidtask 
oriented material to facilitate its assimilation into existing knowledge structures 
(O'Malley, 1990); and, c) compensation strategiesltrategies used to overcome gaps 
in leamers' developing knowledge proficiency by the use of clues (contextual and 
linguistic) to infer rneaning, stalling to maintain ongoing negotiation, and 
cûcumlocution to facilitate discourse with native speakers (Oxford, 1985). 
Indirect Strategy CZms (strategies that contribute indirectly to facilitate SLA by 
facilitating leaming through planning and organization, empathetic and positive 
affective behaviours, etc.): a) metacognitive strategies-used to organize, monitor, and 
self-direct Ieaming activities (Flavell, 1979; Wenden, 1987a); b) affective 
strategies-used to recognize and control attitudes and emotions, manage anxiety; and, 
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C) social strategies-sh-ategies used to create and maintain social interaction with 
pro ficient speakers of the target language (Oxford, 1985; Wong-Fillmore, 1976). 
Simificance of the Studv 
The curent field-based study is significant because it addresses an area of 
second language leaming which offers potential for an expanded and refined 
concepnialization of the strategic learning behaviours (i.e., LLS) of successful language 
leamers. It also offen the possibility of identifjing and examining life situations in 
the learning process, potentially amenable to mategy use and supportive of other 
developing/less successful language learners. 
As extended Ieaming and self-directedness are now realized as critical factors 
in the process of second language learning (Scarcella & Oxford, 1992), both the nature 
and location of individual learners' LLS have become increasingly relevant to research 
in the field. As Anita Wenden (n.d.a) said, 
Leaming takes tirne, and it is not always possible for 
leamers to achieve the level of communicative 
cornpetence that will enable hem to function without 
difficulty outside the classroom within the tirne period set 
aside for the course. Secondly, in setting objectives and 
outlining tasks, it is impossible to anticipate the many 
dif5erent contexts in which the learners' professional and 
personal responsibilities will place them once they leave. 
Their needs change and Vary @p. 4-5). 
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Therefore, in order to fully benefit fiom sauctured leaming experiences 
learners need to acquire leaming skills and knowledge about the learning process. One 
area of ski11 niggested by Wenden and other researchers (Oxford & Cohen, 1992; 
Sharkey, 1995) focuses on learners' informed use of LLS as a way of achieving 
autonomy and success in second language learning. Thus, the current study is 
significant because such efforts, however limited in scope, cumulorively contribute to 
an experienced knowledge base firom which rneaningful SLA theory can be realized. 
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CHAPTER TWO 
Professional L iterature Perspectives on Adult Language Leamers: 
Their Strategy Use in Second Language Acquisition 
Introduction 
Many adult leamers involved in SLA are studying English as a Second 
L a n p g e  at universities and colleges in Britain, Australia, the United States, and 
Canada. These learners corne at considerable cost in terms of time, money, and 
psychologicd energy to study English, hoping to achieve improved opportunities in 
terms of educational, employment, and social oppomuiities. Some are deemed 
successful in theu endeavours, and are able to pursue their drearns. Others are not as 
successful in their English language studies, and suffer disappointment and distress as 
well as the loss of matmial resources (Lightbrown & Spada, 1995; Stem, 1983). 
Thus, the process of Second Language Acquisition has become an integral part 
of the transformational learning process of many adults relocating to alien linguistic 
milieu. Adult SLA, unlike the m a l  course of a child's first language acquisition 
process, has not always proven to be a successful, predictable process (Scarcella & 
Oxford 1992; Stern, 1983). 
There is a plethora of literanire relating to the Ianguage Ieaming process, 
language learning variables, individual leamer attributes, the role of innatist (genetic) 
factors versus the role of social interaction (Gass, 1988), neurocognitive factors 
(Schumann, 1994), and the role of individual learning attributes or characteristics 
including learners' use of language learning çtrategies. 
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It is therefore necessary to initially @onze those research aspects that seern 
most pertinent to the present study, in particular in research relevant to the process 
involved in adult second language acquisition. (Second language acquisition in this 
context refers to the learning of any language after the learning of one's native 
language, and may include the learning of a third or fourth language) (Gus & 
Selinker, 1994). 
Research Challenges in Second Language Ac~uisition 
The ultimate goal in research related to second language learning is to better 
understand how language is acquired and the operative mechanisms and processes 
which contribute to that acquisition (Gass, 1988). Realization of this goal has been 
fivsnated by major controversies in the field of second l a n p g e  leaming regarding the 
role of the biological and experiential substrates operative in the process. Much of the 
discussion "...was carried out in such a polarized way that it was hard not to get the 
impression that everything was either due to innate abilities or to experience." (Wode, 
1994, p- 326). 
A variety of research efforts addressing both experientiai and biological factors 
flourished separately, and it was difficult to achieve theoretical proposals suficiently 
expansive to address a comprehensive understanding of. the processes involved in 
second language acquisition (Gass, 1988; Long, 1990). 
Perspectives on the Nature of L a n w ~ e  - 
Research daims purporting genetic, innate characteristics and processes (The 
Innateness Theory) to explain SLA were primarily investigated within the academic 
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realm of linguistics (Stem, 1991). 
Early efforts to understand the nature of language leaming were based on B. F. 
Skinner' s ( 1 93 8) behaviourist paradigm. Skinner assumed that al1 human behaviour, 
including language learning, resulted from a conditionhg process whereby organisms, 
including man, responded to parcicular stimuli. 
Support for the innatist perspective evolved in an acceptance of what is called 
the Stagewise Theory (07Malley & Charnot, 1990, p. 80). This theory assurned that 
second language acquisition was a largely predictable process, at least somewhat 
constncted by universal, developmentally-determined processes (Pinker, 1994). Thus, 
behaviourist psychology using a deductive/analytical approach sought to address SLA 
as an aspect of habit formation (Raimes, 1983; Stem, 1983). Meanwhile the 
expenential perspective, which assumed that SLA occurred as a result of a human 
learning process, was being investigated within the reaims of cognitive psycholog 
(Gagne, 1974; McLaughlin, 1987). In Gagne's world of learning, humans were active 
processors of information. He suggested that there existed two interactive processes, 
executive control and expectancy, which significantly affected a human leamer7s 
ability to facilitate language learning. 
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Fi-me 1.  Information Processing Mode1 
[ h m  R. M. Gagne. 7974. 
Modei empioyed by idormalion-pocnsing thsones a i  fearning and memory. 
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A significant aspect of Gagne's (1974) paradigm was his suggestion that 
through the two processes of executive contrd and expectancy, leamers could affect 
the outcome of their own learning behaviours. That is, the leamer's behaviour would 
be a h c t i o n  of choices or strategies which could be rnobilized to meet specific 
learning goals. inherent in this model of learning was the assurnption that the human 
leamer, through these control processes, could continuously refme hislher learning 
process, thereby Ieaming how to learn (Gagne, 1974). 
Expanded Pers~ective of L a n w e  Learning 
In 1978, a descriptive, explanatory model of second language learning which 
included a multiplicity of interactive variables including hplicit knowiedge, eerplcit 
knowledge, and orher knowiedge was proposed (Bialystok, 1978). She was seeking to 
address the issue that not al1 communication could be explahed by innateness models 
(i.e., Krashen's Leaming Acquisition Model) (Brown, 1987). Also, B ialyçto k ( 1 978) 
suggested a rote for Ianguage learning strategies (practising, inferencing, and 
monitoring) which demonstrated a salient role for active learner involvement (i.e., 
cognitive and metacognitive act-vities) related to SLA. Thus, Bialystok's ( 1978) 
model represented an important transitional device, as it addressed the limitations of 
purely innatist theories in explaining language learning. By demonstrating an 
" .. . irnplicitkxplicit continuum with connecting inferencing processes.. .." (Brown, 1987, 
p. 190), Bialystok was able to suggest possible explanations for the complexi~ of 
second language acquisition. 
Further, Bialystok suggested a reorientation in understanding the learner and 
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leamer's role in the leamhg process. She suggested that some aspects of the language 
learning process were obligatory, while others were optionai. She proposed that the 
leamer's use of these optimal categones served "...as means for exploithg available 
information to improve cornpetence in second language." (Bialyçtok, 1978, p. 76). In 
text, she described the leamer's use of ïnferencing as amode of hypothesis formation 
"...in which some information is used to generate an explicitly linguistic hypothesis 
about a previously unknown meaning or form in a second language." (Bialystok, 1978, 
p. 78). This was an early explanatory effort aimed at understanding how leaming 
strategies might be operationalized, in order to realize second language as a 
constmctivist process, in an increasingly socio-interactive, psychological sense (Agnew 
& Brown, 1989; Neimeyer, 1993). 
Alternative A~~roaches to Stratew Use in SLA 
At the sarne time as these Iinguistic researchers were expanding ideas about 
second language acquisition, some linguists began to examine SLA f?om a slightly 
different perspective (Canale & Swain, 1980; Hatch, 1983). They observed it was 
unlikely that a direct transference of morphemes fkom the fust Ianguage occurred 
(ScarceIla & Oxford, 1992) in the process of SLA. Rather, it might be more useful to 
consider both the role of morpheme acquisition, etc., ami leamer variables such as 
native Ianguage, statu, goals, ages, language proficiency levels, etc. (Gass, 1988). 
The construction of communication systems of language was hence described as 
haWig both grammatical and communicative approaches (Canale & Swain, 1980). 
The grammatical approach of SLA was organized on the basis of linguistic or 
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grammatical forms (phono logical forms, syntactical patterns, lexical items). The 
communicative approach was organized on the basis of communicative functions 
(apologizing, describing, inviting). 
Thus, within a framework called the Communicative Cornpetence Theory 
(Canale & Swain, 1980), it was niggested that language learners needed to develop 
competence in four areas in order to achieve success in speaking. These four areas 
were grammatical competence, sociolinguistic competence, discourse competence, and 
strategic competence. This theory was important because it addressed the interactive 
nature of language (grammatical, sociolinguistic, discourse, and strategic). However, 
the terrn 'strategic competence', with its focus on interactive communication strategies, 
used the term strategy quite differently fkom the way in which Bialystok (1978) had 
niggested. That is, Bialystok's use of strategy focused more on the nature of learners' 
use of LLS to facilitate language leaming, and less on their role in realizing 
communication goals. 
Aspects of this phenornenon were later described as the "...social interactionist 
theory ...." (Gass, 1988, p. 17)' which assumes that language and social interaction 
cannot be separated, and that the multifaceted, interactive nature of the process is 
important in understanding skill development in second language acquisition (Gass, 
1988). Social interactionist theory also assurneci that cognition and language were 
cnicially context bound and couid best be undentood from that perspective. 
Early research in cognitive psychology relating to second language skill 
acquisition, spoke of the learner h m  an information processing perspective 
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(Anderson, 1982; McLaughlin, Rossman, & McLeod, 1983). The information 
processing perspective assurned that learners actively impose cognitive schemata on 
incornhg data in an effort to organize the information (McLaughlin, et al., 1983). It 
was also assumed that the learner had a limited capacity system, that the process of 
selecting critical information for M e r  processing was important and occurred in the 
act of noticing/attending, and that attention could be controlled (Tornlin & Villa, 
1994). 
Consciousness and noticing (Tomlin & Villa, 1994) are two important cognitive 
s~ategies which are particularly relevant to SLA. It is critically important that the 
lemer gain ski11 in precisely differentiating among the various linguistic structures 
(feature analysis, lexical items, etc.) in order to develop both fluency and precision in 
the target language. Further, the ability to create structure through grouping, 
classification, and organization of linguistic structure, aids the learner in creating 
rneaningfd personalized leaming structures that are more effectively encoded and 
retrieved (O'Malley & Chamot, 1990). 
This inclusion of multiple extemal contextual factors, cmd the hermeneutical 
role of the adult second language learner, suggested the possible role of a comiructivist 
mode of knowledge structuring in second language acquisition (Dulay, Burt, & 
Krashen, 1982; Wittrock, 1974). 
Thus, the language leamer interacted constnictively with the learning 
environment, both internal (Murphy, 1989) and external (Stern, 1983). The external 
environment could be considered to be the learning locale. The intemal environment 
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included the leamer's knowledge about language, including cognitive experiential 
level, beliefs and values, affective States, cultural background, etc., which contributed 
to language learning as a "hermeneutical" expenence (Murphy, 1989). 
However, while acknowledging this rnuItipIicity of interactive factors that 
seemed critical to language leamen' possible modes of organization and SLA success, 
the acnial Iearning acquisition process remained ambiguous. 
Good Lanmiage Learnen 
By 1987, it had become evident to researchen and teachers that "...no single 
discipline or theory or mode1 or factor will ever provide a rnagic formula for solving 
the mystery of second language acquisition." (Brown, 1987, p. xii). It was necessary 
to work toward developing a broadly-based theory of second language acquisition 
which would guide practice and M e r  research efforts. 
In this vein, research efforts in a variety of areas emerged. One of the 
promising areas that emanated from this research highlighted important, inter- 
individual variations arnong language learners. Utilizing the ernpincal data reflecting 
distinguishing aspects of successful language learners, some observations and analyses 
were posited. 
There appeared to be attributes and strategies related to the second language 
leaming procesdSLA, which successful learners possessed and l e s  successful learners 
did not. Researchers and educators began to describe the characteristics which seemed 
to identify "good language learners" (Flavell, 1979; Rubin, 1975; Stem, 1975; 
Wenden, 1986). The evidence fiom these studies lent credence to the emergent role of 
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the learner as a problem-solver and creator of knovrledge in the field of SLA. 
Naiman, Frohlich, Stem, and Todesco (1978) began their descriptive research 
by acknowledging acceptance of the major problems facing second ianguage learners. 
Stem (1983) had suggested that these were important in delineating possible solutions. 
The significant problems seemed to include: 
1. The disparity between the inevitable presence of the native language and 
other languages as a reference system, and the inadequacy of the new language system 
as a fiarne of reference; 
2. The dilemma related to attending t:, the linguistic foms and the message to 
be conveyed; and, 
3. The choice between rational and intuitive ieaming (Stem, 1983). 
Em~irical Findinns: Strateev Use in Second Laneuaee Learning 
Naiman, et al., (1978) suggested that in addressing these dilemmas, some 
learners were more successfid than others. This led to their research question: "Do 
good leamers tackle the leaming task differently from poor leamen, and do leamers 
have certain characteristics which predispose them to good or poor learning?." (p. 3). 
Findings fiom their interviews with "good language Iearners" led them to believe, that 
in a generai sense, there were five distinguishing traits which characterized the good 
language leamer. For example, it seemed that: 
1. They assumed an active approach to the leaming task, purposefully seeking 
out leaming opportunities; 
2. They made the assurnption that language was a system and used a variety of 
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cornparison and inferencing techniques to optimize this approach; 
3. They were conscious of the dual roles of language as both a mode of 
communication and a mode of socio-cultural interaction; 
4. They realized that there were affective demands within the language 
learning task and were able to successfùlly manage this area of challenge; and, 
5. They were able to monitor their developing language learning system, used 
inferencing in attempts to validate the adequacy of their linguistic penormance, and 
asked for corrective feedback from native speakers (Naiman, et al., 1978, p. 14-15). 
Later research efforts confirmed that Naiman, et al., (1978) had captured in a global 
way the essence of leamers' "...mategies later to be classified by researchers as: 
cognitive, metacognitive and affective." (O'Malley & Chamot, 1990, p. 4). 
Role of Empirical Research 
Gradually, empirical and descriptive midies suggesting a difference existed 
between successful language learners and less successful language learners emerged. It 
seemed that the more proficienf for example, good language leamers, might be doing 
something different or special in their learning endeavours (Stem, 1985; Rubin, 1985). 
Those findings "...anticipated what cognitive psychology was realizing independently, 
that competent individuals are effective because of special ways of processing 
idormation." (O'Malley & Chamot, 1990, p. 2). 
Social Interactionist Theow in SLA 
The cognitive theory component of social inreractionism proposes language 
learning as one aspect of human leaming. Social interactionist theory also includes the 
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role of individual leamer characteristics in the process of SLA. As such, it is possible 
to perceive a multifaceted, interactive process of SLA, within which exists a significant 
role for both the innate attributes of the learner and hisher expenentiaYcognitive level 
of ianguage learning. This has shaped a more comprehensive understanding of the 
language acquisition process, with the potential to refocus, refine, and expand research 
efforts. 
Language leaming strategies occur as a component of cognition in social 
interactionist theory. Social interactionist theot-y assumes that the areas of language, 
cognition, and social interaction cannot logically be separated without distorting the 
way in which linguistic and interactive skills develop (Gass & Selinker, 1994). This 
perspective is reflected in Stem's (1983) mode1 for second Ianguage acquisition and in 
a revised socio-educationai mode1 (Gardiner & Macuityre, 1993) in which various 
constnicts important to SLA are located with reference to various other interactive 
factors. Arnong the consmicts included interactively in these models is that of second 
language leaming strategies. 
Potential for Stratew Use in Second Laneuace Learning 
The constmct of cognitive psychology has been used to conceptualize a variety 
of aptitudes and processes that the human mind uses irinterpreting and manipulating 
incoming sensory information. Eisner (1994) suggests six basic components be 
included in a taxonorny of cognitive processes. These are possession of knowledge, 
comprehension, application, analysis, synthesis, and evaluation. 
Through these mental operations or processes of learning, sensory input is 
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thought to be modified by the leamer into knowledge or knowledge structures. Thus, 
input becomes intake, and schemata encoding the intake forms bowledge (Gass, 
1988). This knowledge c m  then be stored in long-term memory to be retrieved and 
used when needed as output (Biaiystok, 1978; Gass, 1988). The particular mechanisms 
used to manipulate the incoming information, and later to retrieve and apply it, have 
been generally referred to as cognitive learning strategies (Dansereau, 1985; O'Malley, 
1990). 
It has been suggested by Naiman, et al. (1978) and other researchers that adult 
language learners' use of mategies facilitate the language leaming process in a variety 
of ways. These include: promoting an ambience of active leamer control and self- 
directedness when approaching learning material (Reid, 1987); increasing the time on 
task (Wenden, 1987b); increasing the depth of focus in relationship with leming 
material (Schrnid~ 1990); self-assessrnent (Holec, 1987); and, the facilitation of 
introspective thought (Faerch & Kasper, 1987); etc. Al1 of these appear conducive to 
reception, refinement, retention, and retrieval-the processes thought to be salient in 
the second language leaming experience. 
However, despite positive research support for language Learning strategy use 
(Cohen, 1987; Oxford, 1985), a paradigmatic shift (Raimes, 1983; SwaEar, 1989) in 
conceptualizing the language leaming process was necessary to more fully validate 
strategy use. As the field of second ianguage acquisition sought to address language 
learning interactively, it was particularly critical to address not only the role of 
cognition in the leaming process, but to also note an expanded role for the learner in 
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the sense of humanistic psychology. This role of the lemer ernphasized the uniquely 
human amibutes of the learner, the need ta respect the fieedom of the learner, and the 
need to regard the dignity of the learner as a human being (Moskowitz, 1980). 
As the role of the leamer was acknowledged as a creator of knowledge, and as 
second language acquisition was recognized as a constructivist process, it became 
increasingly important to validate ways in which the leaming process could be 
facilitated and supported. The use of language leamhg strategies, in developing 
leamer autonomy in the language learning process, seemed to be appropriate to this 
goal (Wenden, 198%). 
Coupled with a heightened level of respect for this leamer's basic humanity, an 
appreciation of the adult language learner's associated responsibility for M e r i n g  
hislher own leaming process has evolved (Oxford, 1990a). The more successful or 
expert language leamer seems to have a better understanding of this role and the level 
of responsibility he/she has for their own leaming activities (Swaffar, 1987; Wenden, 
1 987a). 
Thus behavioraily, the more successful language leamer is ofien charactenzed 
by an ability to utilize learning strategies particularly appropriate to their personal 
attributes, needs, and goals in the language learning process (Reid, 1987; Scarcella & 
Oxford, 1992). It seems that language leamers at al1 levels use some learning 
strategies (Vann & Abraham, 1990)- individual learners may use strategies on a 
continuum of increasing precision and focus (O'Malley, 1990), or may use the same 
strategy in adaptively different ways dependhg on the task requirements (Mohan, 
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1986). 
It was noted, however, that some leamers are not consciously aware of the 
strategies they use, or selectively use those which are considered to be less helpful, 
noncommunicative, and mundane (Nylkos, 1987). M e r s  are aware of a wide range of 
strategy use, but they employ these strategies in a "...random, unfocused, almost 
desperate manner," such that they are of little value in successfully completing the task 
at hand (Vann & Abraham, 1989, as cited in Oxford & Cohen, 1992, p. 2). 
It has been posited that associated phenornena, such as leaming style (Reid, 
1987), sex and maturation (Oxford & Crookall, 1989), and level of literate proficiency 
(Schumacher & Nash, 199 1) may influence adult language leamers' choice of mategy. 
Kowever, the relationship between strategy use and proficiency is complex ( E h a n  & 
Oxford, 1989), and some learners do not profess conscious strategy use at all. Viewed 
differently, strategies may reflect a Ievel of reflective thought that is found pnmarily in 
adult learners (Brookfield, 1990; Mezirow & Associates, 1990). There are rnany 
complex explanations for ail of the related facton which influence the use of LLS. 
However, it is beyond the scope of this snidy to examine these facton (Le., learning 
styles) individually or interactively. 
Stratew Classification Schemes 
A number of sophisticated taxonomies and inventories have been developed by 
researchen to descnbe language leaming strategies, and facilitate their identification 
(i.e., Bialystok, 1978; Mohan, 1986; O'Malley & Chamot, 1990; Rubin, 198 1). Some 
were based on differentiation between cognitive, metacogniîive, and afective strategies 
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(OYMalley & Chamot, 1990). Others referred to direct and indirect categories (Rubin, 
198 1). Still others focused on the understanding of communication sn-es 
(Bialystok, 1978). Many of these categones overlapped, and were difficult to 
operationalize in a meaningful manner. 
Subsequently, Rebecca Oxford (1985) attempted to build on some of these 
earlier classification schemes by suggesting two broad categories (see Appendix D). 
She chose to focus her taxonomy and scheme on Direct and Indirect Strategies 
(Oxford, 1985), which she modelled on Dansereau's prirnary and support strategies for 
lemhg (Dansereau, 1 985). 
Direct Strategies referred to those which directly involved language and 
requked mental processing of the language (Oxford, 1985). For example, stratepies in 
which the leamer, despite gaps in knowledge, used synonyms, guessing manoeuvres, 
etc., to successfully communicate meaning would constihite a direct compensation 
strategy (see Appendix D). 
Conversely, Indirect Strategies were said to be those that support and manage 
language learning (Cohen, 1990; Oxford, 1985). A strategy in this category might 
include consciously paying attention to explicit aspects of a review, or planning to 
overview material, with the airn of linking novel material with the conceptually 
farniliar. 
Those two major, generai classes were M e r  divided into a total of six groups 
capable of comecting with, supporting, and assisting one another in the understanding 
of learning m a t e e  classification (see Appendix D). A signifiant aspect of Oxford's 
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( 1985) work related to her abiIity to integrate the theoretical underpinnings of the 
learner strategy literahire, with practical suggestions for aiding lanpuage learnen in 
saategy use (Cohen, 1990; OYMailey & Chamot, 1990). From this taxonomy, Oxford 
developed an assessrnent tool called Strategies in Language Learning (SILL), which 
has been wed extensively and cross-culturally to evaluate leamers' perceptions of their 
language Iearning strategy use (Cohen, 1990; O'Malley & Chamot, 1990; Oxford & 
Burry-Stock, 1995). To date, SLLL appears to be the only language learning strate= 
instrument that has been tested extensively in multiple ways. That is, it has also been 
tested extensively for utility, vaiidity, and reliability and has been used in forty to fifty 
major studies involving approximately nine thousand language learners worldwide 
(Oxford & Stock, 1995). The insrniment has been adapted for LLS testing in various 
language learning contexts. 
The Strategies hventory in Language Leaming (version 7.0) is a fifcy question, 
Likert scale instrument that is used to assess the preferences of language leamers for 
particular types of learning strategies. The s?rategy categones which are included have 
been derived fkom existing theoretical and empirical research (Oxford, 1990). 
The SILL (version 7.0) offers the learner a choice of five options of Likert 
scale responses (ranging fiom "almost never tnie of me" to "always or almost always 
true of me"). The instrument is divided into six subscales or factors relevant to the 
strategy categones. It thus assesses the fkequency of use of language learning 
strategies in the six macrostrategy categories that were described by Oxford (1985). 
ïhese macrostrategy categories include memory, cognitive, and compensation 
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strategies (Direct Strategy Class) and metacognitive, affective, and social strategies 
(Indirect Smtegy Class). 
Conchding Comments 
A review of the Iiterature has led this researcher to believe that empincal 
testing and refuiement has borne out the authenticity and utility of Oxford's approach. 
Academic support for this position may be found. For example, research using the 
SILL tool has identified new data related to gender, age, and level of knowledge 
characteristic of strategy use in language learning (07Mailey & Chamot, 1990); and, 
"...vaiidity of the S E L  rem on predictive and correlative links with language 
performance." (Oxford & Stock, 1995, p. 32). A unique aspect of Oxford's taxonomy 
is her focus on affective stmtegies, and a further strength is her admonition that 
teachers becorne facilitators or guides encouraging learners to take more responsibility 
for their leamhg (Applebaum, 1993). 
This latter perspective retlects an understanding of adult second language 
acquisition as a mode of adult leaming. The learners' attributes, perspectives, and 
behaviour resonate a capaciv for self-directedness (Knowles, 1975) and critical 
reflection (Brooffield, 1990). These are two leamer characteristics evidenced in the 
successful use of language learning strategies (Faerch & Kasper, 1987; Rubin & 
Thompson, 1994) and presage an enhanced understanding of the ways in which 
successful, adult, second Ianguage acquisition may be realized. 
In conclusion, any research efforts aimed at enhancing a theory of second 
language acquisition should meet at least two basic criteria, that of being relevant to 
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learners' target communicative needs, and justifiably useful in tems of 
psycholinguistic requisites (Le. input processing abilities) (Long, 1 990). Language 
learning strategies, though not MIy understood, and subject to hypertaxonomizing 
(Gass & Selinker, 1994; Oxford & Cohen, 1992), seem to hold promise in both of the 
above areas- 
Theoretical Framework 
Despite many levels of approach to second Ianguage acquisition, certain lines of 
evidence are usehl in understanding this complex p henomena, operational1 y. One 
such line of evidence has been presented, in the research, describing the use of 
language learning strategies by learners in the process of SLA. 
Language learning smtegy research has been hitful, pmtially because learner 
behaviours, as exhibited in empirical findings (Naiman,. et al., 1978; Rubin, 1975; 
Stem, 1975), supported the theoretical underpinrings that have evolved in later 
research efforts (Bialystok, 1978; O'Malley & Chamot, 1990; Oxford, 1985). 
However, as the paradigm conceptudiring SLA shifted fkom a product 
(langage) centred position, to a process (learning) position, the relationship of the 
learner to the leaming process had to be redefined (Gass, 1988; Raymond, 1982; Reid. 
1987; Swaffar, 1989). The role of the learner, including learner amibutes, was 
emerging as a pivotal research consideration in better understanding how success in 
SLA could be achieved. It became evident that SLA research efforts should focus on 
some of the issues that had surfaced in empirical snidies (Bialystok, 1978; Naiman, et 
al., 1978; Rubin, 1975; Stem, 1979, as well as theoretical linguistic questions. That 
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is, what were the main challenges facing adult leames involved in the process of 
SLA, and what were some learning behaviours that seemed successful in addressing 
these challenges? Cumulatively, what relevance did the challenges and behaviours 
have for the leamen as persons (Stevick, 1990), and what significance were these 
actions in the SLA research efforts? 
Theoretical efforts had rnoved the SLA process bto the redrn of cognitive 
science, and described second language leaming as a complex cognitive process. 
initially, this cognitive Iearning conceptualization perceived the leamers primarily from 
a basic, limited capacity, processing perspective (Anderson, 1 987). However, it 
becarne increasingly evident that this was a necessary, but not sufficient, condition for 
understanding the process whereby successful SLA occurred. 
By 1988 many researchers had accepted the position that second language 
acquisition was a multi-faceted endeavour (Gass & Selinker, 1994) in which innate, 
cognitive, and socio-interactive factors were important in various ways, at various 
times. Precisely how this is realized operationally, in terms of mental activities and 
leamhg processes, remains unclear. 
Inherent in this understanding of leamer attributes, as foci of consideration, 
there emerged the perception that, in SLA, the learner processed incoming lanyage 
information and behaviours in terrns of a variety of significant, individual, learner 
variables. Some leamers seemed to be more successful in managing the processing 
and utilization of language input in SLA than others. 
Options abound in understanding why some adult language Iearners are more 
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successful than others in the SLA process. The use of LLS seems to be one way of 
understanding a problem-solving approach available to aid learners in rnanaging their 
language l e m h g  challenges. There seem to be variant foms in which the use of this 
mategic approach supports the language learners' reception, refmement, retention, and 
retrieval (processes thought to be salient) in the language learning process. 
However, not al1 researchen who have investigated the use of lanbwge 
leaming mategies have found consistency, credibility, or usefulness in the construct as 
a way of expanding their understanding of the ways in which leamers successfully 
manage the process of SLA (Nyikos, 1987; Reiss, 1983). An important consideration 
seems to be the ability of the language learner to tailor the use of strategic behaviour 
to match personal leaming style, level of language competency, task requirements, etc. 
(Oxford, 1993: Reid, 1987). However, there are other factors such as affect which are 
not well underçtood or investigated (Phillips, 1990) that may prove pivotal to the 
process of SLA. 
The role of language learning strategies in SLA has been investigated by a 
number of tesearchers who have created complex and somerimes confusing categorirs 
and taxonomies in an effort to conceptualize and describe the constmct (Biaiystok & 
Shanvood-Smith, 1985; Oxford & Cohen, 1992). 
A review of the literature gennane to these efforts, has led this researcher to 
believe that the taxonomy and research approach, advocated by Rebecca Oxford, 
presages possibilities for better understanding leamers' use of language Icming 
strategies. That is, though d l 1  evolving (Green & Oxford, 1995), Oxford's approach 
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has potential for identifjmg, describing, and reflecting on lan-mge learners' strateg 
use and the contexts in which it is evidenced (Oxford & Cohen, 1992). 
Oxford suggests the role of LLS use both in direct interaction with the 
language to be leaned, and in indirect behaviours which support and manage language 
learning. The value of Oxford's work has been recopized by other Iearning strategy 
researchers (Cohen, 1990; O'Malley & Chamot, 1990): The purpose of the current 
snidy is to examine the use of language leaming strategies by successful adult fernale 
lanapage learners. 
The evidence, that has evolved for this researcher, has resulted in the belief that 
leamer use of strategic behaviour may be a f i t f u l  area of SLA investigation. 
Therefore, the focus of this snidy will be to examine, reflect upon, evduate, and 
describe the presence of language learner mtegies and the situational locale of their 
occurrences in the particular SLA environrnents evidenced in the research data. 
Through a review of pertinent literature and personal contact with professional 
language mtegy researchers (Cohen, Sutter, Oxford, and Wenden), an evolving 
theoretical framework, as previously described, will form a philosophical and 
theoretical h e w o r k  for the interpretation and explanations of the fidings of the 
current study. The following chapter "Methodology: Methods Toward Meanings" will 
desaibe and discuss this methodological framework. ' 
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CHAPTER THREE 
Methods Toward Meaning 
Introduction 
A primarily qualitative research design was chosen for this study, relative to the 
purpose of the study, and the researcher's personal interest in the role of the adult 
leamer in the SLA process. However, historical information available on possible 
design approaches (Chamot, 1987; Rubin & Thompson, 1994), and the somewhat 
amorphous developmental level of theory related to learning strategy use in SLA, were 
also factors in design selection. 
Research in education has at times attempted to undentand the complex 
qualities of human leaming through the line of cybemetic models and scientific 
paradigms. However, it may be argued that it is equally relevant to shape and 
interpret educational research, based on the concept of connoisseunhip embedded in an 
artistic paradigm (Eisner, 1 977). Connoisseurship assumes a refined level of tacit 
knowledge and experience embodied in the researcher/connoisseur enabling hirnher to 
discem subtle quaiities, and perceive complex nuances, related to the research data. it 
is this ability to recognize and interpret the qualities and relationships that thus emerge 
in the connaisseur's inductive process, that serve to bridge the Findings with their 
relevance in addressing research questions (Eimer, 1994). 
Qualitative research allows for an in-depth, detailed description of the subject 
matter. This approach is particularly relevant for the midy of relatively uncharted 
hurnan behavioral phenornena. Rich or deep descriptions (Bogden & Biklen, 1992; 
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Patton, 1987) are usehl in generating theory through the inductive process of 
reasoning fiom facts or cases (Memam, 1988). 
Qualitative methodology facilitates descriptions of reality h m  the informants' 
subjective perspective. It is assumed that those involved (both researcher and 
informants) have particular knowledge, experience, and perspectives significant to an 
enhanced understanding of the research focus (Grotjahn, 1987; Patton, 1987). Thus, 
the phenornenon being researched may be revealed, and understood, more authentically 
and insightfully. 
in an attempt to better understand perspectives of existing researchers who 
focus on langage l e h g  strategy use, the writer uiitidly made persona1 contact with 
several nich researchen. Oxford (1990) had suggested this would be possible and had 
inchded contact addresses. 
Persona1 responses were received £kom Andrew Cohen, Anita Wenden, Will 
Sutter, and Rebecca Oxford. These included a compact disc describing Sutter's work 
and some associated findings; a letter with literature references h m  Cohen; literature 
references and relevant textual reports fiom Wenden; and, telephone contacts, textual 
reports, and a note nom Rebecca Oxford. 
These contributed to a personally encouraging research perspective, as well as a 
broader knowledge base fhm which to plan the methodological approach to this study. 
Design 
The Strategies Inventory in Language Leaming (version 7.0, ESLEFL 9c, 
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Oxford, 1989) is a fi@ question, Likert scale assessrnent tool that assesses learners' 
use of language leaming strategies (LLS). 
Initially, 1 was interested in fmding a useful, valid mode of evaluating learnen' 
language leaming strategy use in the classroom. 1 was also looking for a means of 
raising leamers' consciousness related to thek strategic language iearning behaviour. 
09Ma11ey and Charnot (1990) stated that the SEL had been widely tested and seemed 
to have utiliw in the area of understanding leamers' use of language leming 
strategies. Pursuing this lead, I contacted Rebecca Oxford who faxed me a copy of an 
article, at the time in press, which evaluated the worldwide use of the SILL (Oxford & 
Bq-Stock,  1995). 
The short version of the SILL (version 7.0; ESLEFL 9c, Oxford, 1989) used 
in the present study was reviewed extensively in the aforementioned article. At the 
time of publication, the SEL had been used in forty to fi@ studies, including a dozen 
dissertations and theses, and had been tested in a variety of countries and languages 
around the world. It was estimated that approximately 8,000 to 9.000 language 
learnen had been involved in these studies and that SILL appears to be the only 
language leaniing strategy instrument that has been extensively tested for reliability 
and validity in multiple ways (Oxford & Bufty-Stock, 1995). In addition to the 
original English version, the EFLESL SILL has been translated into a variety of 
languages including Arabic, lapanese, Russian, and Thai. 
In designing the SILL in 1989, a factor analysis process was used to organize 
subscales of strategy groups reflecting categories of behaviour related to language 
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leaming behaviour as proposed in Oxford's (1985) typology of language learning 
strategies (Le., Direct and indirect classes containing six macrostrategy categories). On 
the bais of this structure, the SLL questionnaire items are divided into six different 
categories. These include: memory strategies (9 items), cognitive strategies (14 
items), compensation mategies (6 items), metacognitive strategies (9 items), social 
strategies (6 items), and affective strategies (6 items). A short set of directions to the 
student hcluding a sample item and a s c o ~ g  worksheet are included in the SILL 
package (Appendix A). 
Aside corn the extensive testing that had been done to ensure its reliability. etc. 
( E h a n  & Oxford, 1990; Green & Oxford, 1995; Oxford & Nyikos, 1989) the SILL 
addresses at least three other important issues. These include: helping the learner 
assess use of affective and social strategies which, though important in the learning 
process, are often not addressed; helping the leamer focus attention on personalized 
use of LLS through the use of a tool on which to record answers and calculate scores 
relative to each strategy nibscale and their overall average; and making it possible to 
extensively assess the use of cognitive language learning strategies, deemed important 
in analyzing, synthesizing, and information in the language learning process. In the 
h e w o r k  of this study, the scoring was done by rnyself, the participant-observer, 
both in the interest of time constraints, and in ternis of ,non-obtnisiveness into the 
classroom process. 
The S L L  inventory has been pretested with a group of four female Hispanic 
speakers to ascertain its utility in terms of linguistic and concepnial understanding for 
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leamers at a 410 intermediate level of ESL proficiency. Generally speaking, utility 
had already been established, although the ease with which the task was accomplished 
and the time required to complete the questionnaire varied somewhat in much the same 
way that it did with the participants in this study. 
Semi-structured interviews. 
Some researchers have favoured the use of group interviews (i.e., Chamot, 
1987). However, it has been found that individual i n t e ~ e w s  yield more precise, 
specific findings, and allow each leamer an opportuniq to participate at the sarne level 
(Haastrup, 1987). For this reason, it was decided that each informant would be 
interviewed twice, individually. The interviews, each of which consisted of two parts 
(see Appendix B). 
The first section of the initial interview focused on questions of a general 
nature, thought to be significant, related to participants'' learning activities, beliefs, and 
informa1 learning activities (Wenden, 1987a). The second part centred on specific task 
focused contexts, in which learners were asked to describe precisely what strategic 
behaviour they would utilize in approaching and managing specific language learning 
requirements (Chamot, 1987). When the interview schedule was pre-tested with one 
Asian intermediate female ESL learner, it consisted of questions related to language 
leaming activities, but did not have a life situational component. While the initial 
format worked well in identiwg successful language learning behaviours generally, 
some researchers believe that task focused activities yield more insights, precision, and 
detail to the learners' focus on theu smegy use (Chamot, 1987; Wenden, 1987). 
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Theefore, in designing the interview schedules used in this study, a specific, 
task-relateci, life situational component was included in the latter part of both 
interviews. The questions were based on formatting used by two researchers who had 
utilized interviews in examining language leaming mategies (Chamot, 1987; Rubin & 
Thompson, 1 994). 
Due to the participants' developing English language proficiency, the text form 
of the serni-structured interview was presented as a guide during each interview 
session. It was hoped that this would improve the informants7 Ievel of cognitive and 
linguistic control over the content, lessen possible anxiety, and improve the chances for 
accurate and complete information that would better inform the research questions. 
With the permission of the infamants, the interviews were audio recorded. In 
order to capture both the intent and meaning of the participants' staternents, a direct 
transcription of each interview was planned. The use of verbal self-report in SLA 
research has been fraught with criticism. It is felt that respondents in self-reporting 
may be influenced by factors that have Iittle to do with the reality of their actual 
behaviour, etc. (Cohen, 1994); in tems of historical material there is always the 
possibility of memory lapses, blurring, or inaccuracy. Self-report, which involves the 
transcription and analysis of interview data, etc., is a somewhat tirne-consuming 
process and in large studies may becorne prohibitively expensive. However, when 
leamers' perceptions and interpretations of their current and personalized behaviours 
are the focus of self-reports, the resultant data may be quite focused, individualized, 
and reveal measures of reality not available through other methodoIogica1 approaches 
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(Cohen, 1994). Because of the conceptually personalized nature of the research 
questions which formed the foci of this study relative to the predetermined small size 
of the research group, it was decided to pume the use of self-report data through the 
process of individuai interviewing. 
Reflective notes. 
In planning the initial design of this study it was hoped that classroom learning 
l o g  could be used as an integral part of the study. In reality, at least three dilemmas 
arose in comection with this plan. First, Iearners in the 410 classes had only initiated 
learning log use at the beginning of the term in their class and the whole process was 
still somewhat innovative. Secondly, the researcher was concemed about the 
obmisiveness of the research process and the ramifications of this for al1 concemed. 
That is, there would be both practical and conceptual differences of joumaYlog 
documentation between those involved in the study and others (male learnershon- 
participant Cemales, etc.). Finally, the logistics of actually entering the research site 
were sornewhat ambiguous as the researcher was not a teacher in the English Language 
Centre program. In the light of these dilemmas, it was decided to try to fmd another 
way to access this level of insight into participants' personalized perspectives on their 
SLA learning behaviours. 
The researcher decided that a way of creating a mini-diary data collection 
process was to ask each participant to make notes of their learning behaviours over a 
M O  week penod of terni time. It was realized that in creating the structure of what 
the researcher has called reflective notes (see Appendix C), an inherent bias rnight be 
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created toward certain types of responses. However, the researcher felt it was 
necessary to try to focus participants' attention on language leaming processes rather 
than a simple annotation of daily activities. 
The process of wrïting in a learning diary or log has proven valuable in helping 
l e m e n  pay conscious attention to their learning strategies (Rubin & Thompson, 
1994). It also seems to facilitate lemers' evaluative focus and enables the 
manipulation/refuiing of language leaming strategies, particularly when noting them 
with reference to a pariicular leaming task or learning situation (Naiman, et al., 1978; 
Rubin, 1987; Scarcella & Oxford, 1994). 
At the suggestion of a cornmittee rnember, the researcher also kept a reflective 
joumal of her own experiences during the research process. This has served to capture 
immediate dilemmas, questions, and insights related to the research process. The 
journal enabled the researcher to record insights and to reflect on expenences and 
phenornena generated by the research process. Increasingly, one is reminded of the 
tentativeness and uncertainties of assumptions sometimes made, and the necessity to 
remain open to alternative realities and expanded options. 
In the search for underlying meaning and rationale in qualitative, reflective 
research, the evolving data becomes not simply an aspect of a research project, but a 
relevant, integral aspect of one's professional and persona1 stance. In somewhat the 
sarne way that language is seen as a generative process (O'Malley, Chamot, Stewner- 
Manzanares, Kupper, & R u o ,  1985), the evolution of the reflective 
researchedpractitioner in the qualitative research process may also reflect a generative 
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process. 
Selection of Subiects 
It has been suggested that a number of variables, including gender, cognitive 
style, and personality, influence the way in which learners utilize language learning 
strategies in the SLA process (Ehrman & O?rford, 1989). In an effort to hold one of 
these constant, it was decided to study only female language lemers. 
[nformantdparticipants for this shidy were learners from the intermediate level 
410, English as a Second Language class at the English Language Centre, University 
of Victoria. T'bey involved themselves in this study by responding to a request for 
volunteen, presented by the Teacher-Administrator at the English Language Centre. 
The request presented learners, registered in the program, with an opportunity to 
participate in a study exarnining the leaming strategies of successful adult female 
language learners. 
Participants were selected from a population of intermediate language learners. 
It is felt that an intermediate proficiency level in a second language is necessary to 
enable leamers to refiect upon and discuss their leming behaviour (Chamot, 1987). 
That is, while some language lemers at advanced levels of language learning use 
strategies, their automization of the LLS prevents conscious identification, 
verbalization, and discussion of their introspective learning activities (Haastnip, 1987). 
It was stipulated that the research population should represent successful female 
language learners. Success was measured by achievement of a score of between 41 
and 49 (scaled) points on the Secondary Level of English Proficiency (SLEP) 
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(Alderson, Krahnke, & Stansfield, 1987). Designed to measure ability in spoken and 
written English, the SLEP test is a multiple-choice placement tool commonly used for 
assessing ESL snidents. Validity and reliability of the test have been demonmated in 
data gathered from test centres around the world since 1980 (Alderson, et al., 1987). 
In a more generai sense, ai1 of these women coutd be considered successfil 
learnen in that they had al1 completed tertiary education, the minimum being junior 
college graduation. Two of the women were professionally trained and had been 
employed for between one and seven years. Two of the women had studied one Asian 
language in addition to English two had studied one European language and one was 
çnidying an Asian language at the time of the research study. As such they mi& be 
considered somewhat experienced language learnen. One woman had experience in 
editing books on regional economic theory wrinen by her father. As such, her Ievel of 
literacy and experience in literacy endeavours exceeded that reported by other 
participants. Ali the women were between ~enty-three and ~enty-nine years of age. 
Success was also deemed to be evident by the learners' involvement in specific 
language leaming experiences. Although this inc luded attendance of a forma1 ized, 
educational ESL program (University of Victoria English Language Program), it was 
anticipated that leaming would also include other fonns of less systemahc, structured 
leaming (i.e., homestay language experience in formal cross-cultural language 
activities, etc.). Successful language learners have been shown to seek out both forma1 
and informal learning experiences as a means of self-directed involvernent necessary 
for developing communicative ability (Pearson, 1988; Reid, 198 7). 
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Data Collection 
introduction. 
The data for this research shidy were collected using three data collection 
processes (S ILL inventory, semi-çtnicnired interviews, and reflective notes) throughout 
November, 1994. 
The required documentation pertaining to the research project had been 
approved by the Human Subjects Committee, University of Victoria, and the research 
approach was discussed with the graduate supervisor and the cornmittee prior to 
commencement of the data collection procesç. 
Initially each informant was contacted by telephone, followed by a letter to 
clarify the purpose of the study and the anticipated research protocol. The first 
meeting with the research participants took place in the EngIish Langage Centre, a 
site known and available to us, through arrangement by the Teacher-Administrator at 
the English Language Centre. 
SEL: Data collection. 
The SILL assessrnent tool consisted of fie 
approximately thirty to thirty-five minutes to comp 
questions. It took participants 
dete. At the onset of the 
administration of the tool it was reiterated that the results of the test were confidential 
and would in no way infiuence learners' marks, nor would classroom teachers have 
any contact with the information. Having already clarified these guidelines in my 
telephone conversation and introductory letter, 1 had not anticipated this need for 
reaswance. However, there seemed to exist a sense of apprehension as we were 
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about to embark on the completion of the SILL. This SEL data collection process 
provided an individualized score for each learner related to her use of LLS in each of 
memory, cognitive, compensation, metacognitive, affective, and social saategy 
categories, as well as a score which refiected her average reported use of LLS related 
to al1 six of the categories. 
Although the S E L  inventory is designed so that leamers can score themselves, 
l decided that in terms of the purpose for which the inventories were collected, and 
time constraints, I would score the inventories myself. Scoring is done by noting the 
level of Likert value for each question (1 to 5, where 1 represents almost never used. 
and 5 represents always or aimost always used), and adding the total score for each 
section. Each strategy category (rnemory, cognitive, etc.) was then factored in terms 
of the weighting of its section. This provided a score reflecting the leamer's 
preference for use of that category of strategy. Finally, al1 the factored values are 
curnulatively scored to devise a final value which represented the leamer's overall 
average use of al1 six LLS categories represented in the SILL tool. 
Semi-structured interviews PSI): Data collection. 
At our &st meeting, in addition to complethg the strategy assessrnent tool 
(SILL), each participant spoke briefly about herself, her interes in learning English, 
and asked questions about the research process. When the timing for the interviews 
was discussed at the first meeting, it became evident that a convenient time for 
participants to meet with the researcher was during their lunch break from 12:30 and 
2:30 pm. The rnajority of the interviews took place during this time slot, with the 
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schedule a m g e d  
a total of fourteen 
to accommodate other comrnitments of the participants. There were 
interviews as each participant was interviewed twice. Each 
interview lasted about twenty minutes. One snident was intemiewed at the 
Macpherson Library because the facility at the English Language Centre was in use 
during our allotted tirne, and another student was interviewed at the home of her host 
family. The serni-structured interviews were audio taped with the permission of each 
participant. 
The textual fonnç of both interview 1 and interview II were used to support the 
interview process. These were serni-structured interviews and as such not a11 
participants' responses adhered completely to the written format. 
Reflective notes (RN): Data collection. 
ùi the third method of data collection, respondents were requested to keep 
'reflective notes' in which they wrote about self-selected leming activities. It was 
hoped that this reporting process would encourage respondents to annotate language 
learning efforts in a reflective, focused manner so that their particular language 
learning strategies would be more evident to the researcher. Finally, it was anticipated 
that the note-taking process wouid serve to give voice to the respondents' personalized 
language learning strategies " . . . fieely and intentionally chosen. " (Maclntyre, 1 994, p. 
185). 
nie leamers were asked to make an entry each day for a two week period on 
the format provided One respondent declhed participation in this activity. 
Of the learners who completed this data collection process, entries varied from 
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three short entries to fourteen entries, some reaecting use of a single strategy and 
others comprised of chahs of Ianguage Iearning strategies Iinked with respondents' 
personal feelings, beliefs, and les-g experiences, etc. 
Theoretical Considerations of Data Anaivsis 
in reducing and analyzing qualitative data it is possible to use pnm&ly 
inductive methods to generate themes uçeful for the organization of data. It is also 
possible to use preexisting category systerns, although this may present some 
dilemmas. In choosing a category system, one mwt ensure that there is conceptual 
compatibility between the research questions and the theoretical perspective inherent in 
the preexisting category system. That is, the researcher was asking a question about 
the conceptual nature of participants' language learning strategy use; was Oxford's 
(1989) S E L  category system congruent with the goals of the research questions? 
Secondly, was the category system nifficiently inclusive to capture most 
learning strategies that might emerge? The latter issue addresses an important 
dilemma in using a borrowed system such as Oxford's. That is, one may tend toward 
data selection to fit the preexisting categories and miss conceptualking and organizing 
other categories to capture idiosyncratic and unique data. 
However, in terms of the design of the whole study, the research questions 
asked, and the nature of Oxford's categorization system, the researcher decided that it 
wodd be possible to use this preexisting typology of lapguage leaming strategies ro 
understand and thematically locate leamers' use of language leming strategies present 
in the qualitative data. Oxford's syçtem has the potential to address the first research 
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question, at least partially, and to accommodate analysis of the second research 
question. In rhis sense, it seemed possible to use Oxford's system for both inductive 
and generative purposes in the data analysis. 
The researcher also felt that in ternis of aiangulating the data, the general use 
of the same categorization system would facilitate cornparison of fidings in both 
qualitative and quantitative data areas. 
Based on the admonition that there is a need for efforts to ëstablish a more 
definite research-theory perspective in sirategic Ianguage leamhg behaviour and "...the 
beginnings of systematicity in the categorization schemes for strategies, so that new 
investigators need not gather information blindly ...." (Skehan, 1989, p. 82), the 
researcher decided to use Oxford's categorization system in understanding the research 
data in this study. The data was analyzed in three stages. 
Data Analvsis Process 
Data analvsis: SILL. 
initially, the researcher scored the seven SILL inventories and organized the 
findings into lists reflecring each participants' reported use of language leaming 
mategies and rank order of the strategy categories. Each one of these lists was placed 
on individualized Iegal sized folders, colour coded to remind the researcher of the 
individual leamer whose data was represented therein. These folders are subsequently 
referred to as 'Summary Sheets'. 
Each one of these folders has on it: 
1. The participant's SlLL mean value for each of Oxford's strategy categories; 
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and, 
2. A value representing the participant's kequency of mategy use for each of 
the six categories. 
Data analvsis: Semi-structured interviews. 
Each of the audio tapes were listened to twice and then transcribed. 1 then 
took the leamers' transcriptions and, in the framework of the queshon asked or the 
concepnial nature of a learner's statement, cut up one copy and allocated the data to 
that each Summary Sheet. 
The more generally situated quotes related to the learner's musings/reflections 
and some of the researcher's own field notes relative to that participant were allocated 
to the area of the learner's Summary Sheet which was initially titled General 
Reflections. 
Data analvsis: Refl ective notes. 
The reflective notes existed fiom their inception in the situational Frame created 
by the individual participants/writers. It may be argued that some of the learners' 
reports in this area resemble incidents rather than specific language learning strategies. 
Nevertheless, they are aspects of language leaming behaviour which involved each 
participant in the selection of language leaming experiences to reflectively record and 
annotate in her own voice. As such, the notations offer insights on language learning 
areas which individual langguage leamers chose to isolate or comment on. Thus, the 
nores enhanced an understanding of the ways each participant perceived, organized, 
and hterpreted the meaning of LLS using their expenential SLA background. 
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It is known that what people believe to be m e  or si-allficant is more important 
than the objective reality (Fetteman, 1988). Ewapolated to the framework of this 
study, it may be said that a language learner could be expected to attend to and report 
aspectdincidents of reality which she believed to capture meaninpful aspects of her 
language learning behaviour. The active process of paying selective attention has been 
designated an important metacognitive strategy which orients the learner toward 
rneaningful reflective interaction with the task at hand (Chamot, 1990; Schumann, 
1995). Further, it has been suggested that some incidents in adult leamers' lives are 
pivotal and may even constitute critical incidents (Roth, 1990). As nich, they serve to 
focus the learner's attention on conceptual understandings critical to the advancement 
of their leamhg process (Roth, 1990). 
In conclusion, this data collection process served at least three important 
purposes. Initialiy it challenged learners to examine their personalized language 
learning processes. Secondly, it enabled leamers to express specific and personalized 
leaming needs. Finally, in wtiting reflectively learners were given an opportunity to 
generate personalized strategic solutions to their SLA endeavours and in doing so to 
reveal their use of LLS. 
Data Analvsis 
Quantitative data/SILL. 
Each participant had completed a SILL (version 7.0) summative inventory. 
The researcher scored each one of these and rank ordered the findings to provide 
quantitative evidence of the reported use of the lemers' use of language learning 
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strategies. The ranked scores are displayed in a fi,pre at the conclusion of each 
learner's vignette in order to provide one aspect of understanding relative to the first 
research question. This display of the rank ordering of strategy use in both quaiitative 
and quantitative fmdings made the fmdings more transparent. 
Oualitative data, 
initially the researcher took one copy of each leamedparticipant's text 
containing her qualitative data (interview &ta and reflective note data) and ailocated it 
to her surnmary sheet. This located the language iearning strategies in the situations in 
which they had been elicited (interview data) or pneratively conceived (interview data 
and reflective note data). 
In deciding how each emergent strategy might be categorized, the strategy was 
examined in order to allocate it to the Direct or Indirect Strategy Class. Having 
decided which ciass the ianguage learning strategy occupied, the conceptual nature of 
the macrostrategy category (Le., cognitive) and the allied rnicrostrategy set (Le., 
namalistic practice) were identified. 
In order to more cleariy elucidate the learner's use of language strategies, the 
researcher prepared a vignette or surnrnary statement on the strategic language learning 
behaviours of each of the seven research participants. 
Hence the researcher examined, analyzed, and labelled each strategy that was 
perceived in the participant's qualitative data. niese frequencies of each 
macrostrategy category were then tabulated, rank ordered, and displayed in each 
participant's vignette. 
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Initially each vignette included a brief demographic overview of the learner as 
a person, including cultural background, language leaming experience, personalized 
beliefs, values, and goals related to SLA, etc. Also included in the vignette ;vas a 
section on the analysis and findings reflective of each learner's three data collection 
processes. During the data analysis process, themes and topics gradually evolved to 
capture life situations in which leamers reported their particularized language learning 
strategies. These themes served to answer research question number two which asked 
in what life situations learners' language learning strategies would be present. 
Thematic areas not clearly provided for the Oxford (1989) taxonomy are discussed in 
the following chapter. In order to better display and understand the emergent themes 
found in the qualitative data, a table was included showing the macrostrategy 
categories and related themes. Quotes illustrating examples of language learning 
strategies used were placed in the relevant box on the appropriate tables. The thematic 
relationships were examined in which the language learning strategies were juxtaposed 
with the user's language leming strategies, as they emerged in the qualitative 
fmdings. The penultimate table in each leamer's section was used to display the 
quantitative findings from the SILL inventory. 
S ynthesis. 
Each leamer in this study may be considered holisùcally a particularized 
example of language learning strategy use in the SLA process. Therefore, it was 
necessary to examine each learner's strategies documented in the data in order to gain 
insights to inform the two research questions. 
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Trianeulation of Chalitative and Quantitative Data 
in terms of qualitative and quantitative hdings for each participant, the 
researcher wrote a synthesis reflecting perceptions of the learner's use of langage 
leaming strategies. This included analysis of hdings from al1 three data collection 
processes. 
The final table of each learner's vignette displayed a synthesis of rank ordered 
preference of each LLS category (Oxford, 1989) as it occurred in the qualitative (SSI 
and RN) findings and as it occurred in the quantitative SILL findings. 
A concluding statement reflected on triangulation of the findings and a 
reflective synthesis of al1 the research findings as they related to the research 
questions. 
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CHAPTER FOUR 
Language Learning Strategies: Orchestrated Occurrences 
Introduction 
This chapter is uitended to provide the reader with some insights into ways in 
which the seven women who participated in this d y  used language learning 
strategies (LLS) to accomplish their goals in learning English as a second language. 
Initially, broad demographic characteristics of the participant group are 
presented. Then an individualized profile, of each participant's saategy use in their 
language leaming experience, is discussed. Each leamer has been assigned a 
pseudonym. The findings presented in the participants' individual profiles were 
derived fiom three data collection processes. These were semi-structured interviews 
(SSI), reflective notes (RN; mini-diary studies), and the Snategies Inventory in 
Language Learning (SILL). The individual participant profiles are presented in a 
vignette describing each leamer's perspective on her language learning behavioun. 
Initially, the frequencies of language learning mtegies derived From qualitative 
findings fkom the semi-stxuctured interviews and the reflective notes are reported 
separately in text. Examples of these qualitative findings are presented in three tables 
per participant, where the woman's language leaming strategies are juta positioned 
against the learning situations in which they occurred. The seventeen themes which 
emerged from the qualitative data (semi-~ctured i n t e ~ e w s  and reflective notes) 
were: Understanding English Speakers and their Culture; English as a System of 
Language; Difficulties and Confusion; Extra Practice; Understanding Grarnmar; 
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Studying Grammar; Learning Pronunciation; Most Important Activity in Leaming 
English; Being Understood; UnderstandingKeaniing New Words; Getting Main Idea 
and Details; My Most Difficult Leaming Task; Remembering a 
Successful/Unsuccessful Language Learning Experience; Getting Help; Am 1 Making 
Progress?; Relevant or Less Relevant Leaming Activities; and, Preparing for a 
Challenging Task. Each example of LLS is encoded with SSI or RN to indicate the 
data source. 
By referring to the three tables it is possible to see the seventeen themes which 
emerged fiom the qualitative data. It is also possible to see the life situation locale for 
each language learning strategy use reported by the learner. The frequency of each 
participant's reported SEL use of language learning strategies, and its rank order is 
recorded on the penultimate table in each learner's vignette. In the final table, the 
findings from the two qualitative data collection methods, reported-separately in text, 
have been fused and are found under the heading "Qualitative Evidence." 
Finally, a section titled Reflective Synthesis collates and discusses the fkdings 
in terms of each leamer/participant. 
Al1 of the participants in this study were volunteen; the sole remuneration 
given to each was a copy of the book How to Be a More SuccessfZ Language Leumer 
(Rubin & Thompson, 1994). Both by self-selecting to become a part of this snidy and 
by their expressed interest in discussing and explaining 'their language learning process, 
each woman demonstrated her interest in better understanding her SLA process. 
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Learning Experience of Participant 'Yuriko' 
Description of Yunko 
Yuriko is a twenty-three year old woman fi-om Japan who has been studying 
English for nine yean. She graduated from Junior Women's College in lapan, but 
began her English studies in a private language school shortly prior to entering junior 
high school. 
Yuriko is the first member of her family to formally pume English studies 
abroad. She speaks about English language study saying her family was "not 
interested ... but 1 am interested because my brother's wife ... taught me ... some 
alphabet, the basic English, ... so I was very interested in English." 
She speaks of her plans to go to Califomia fkom Victoria saying, "Too many 
Japanese ... 1 have many opportunities to speak Japanese here ... my English getting 
worse." She talked about her plans of living with her friend in Califomia as a means 
of developing cultural and linguistic understanding of English speakers. 
Yuriko spoke about beliefs regarding her SLA experience saying, "1 don't 
. ..think me don't have to ...un . ..ashamed ... because I'm learning English ... that the 
most important thing, 1 think." (taking emotional temperature/affective; self- 
evaluation/metacognitive). 
She continued saying, "Studying English ... also 1 cm l e m  that country's 
customs or culture ... some phrases from old history. I can read the phrases ... but 1 
don't know [what] that mean ... 1 want to know about them. 1 like that one ... so 1 want 
to know the history." (planning leaming/metacognitive; taking emotional 
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temperature/afEective; empathy for culture/social). 
With reference to better understanding English speakers Yunko said, "Talking 
to Japanese, we don't Say my feeling, but in Canada you don't do that [the implication 
being that Canadians overtly expressed their feelings] ... so if I can speak more ... and I 
c m  Say what I am thinking ... 1 want to do that." (arranging and planning 
leaming/rnetacognitive). (Yuriko seems to Say here that you have to pemeate the 
thought mode of native speakers, both by understanding and expression of thought, in 
order to better access meaning and being, in their experiential and linguistic world.) 
Oualitative Findings 
Interview findines. 
In the interview data describing Yuriko's çaategic behaviour in language 
learning activities, she used primarily metacognitive and cognitive LLS. Twenty 
instances of cognitive strategy use were noted. Cognitive language leaming strategies 
were most oRen evident when related to specific 1hguisticAanguage learning material 
(i.e., understanding syntax, creating structure of words by finding their spellings, etc.). 
These were most evident in the themes: "English as a System of Language," 
"Understanding Grammar," " Learning Pronunciation," etc. 
Metacognitive stmtegic learning behaviour, on the other hand, was more 
pervasive and was evident throughout various aspects of Yuriko's learning experience, 
both naturalistic and formal. Twenty-six instances of metacognitive strategy use were 
noted. These were chiefly noted in the Iife situations of "English as a System of 
Language," "Difficulties and Confusion," "Ex= Practice, " "Remembering a 
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SuccessfÜllLTnsuccessfùI Language Learning Experience, " "Planning for a Challenging 
Task," "Am 1 Making Progress," and "Moa Important Activity in Learning English." 
Social learning strategies were Yuriko's third moa preferred sûategy category. 
Twelve instances of social learning mategies were evident in the data. Social 
strategies enable Yuriko to interact with native speakers, to negotiate meaning in 
various forma1 and informa1 situations, and ultimately better understand the target 
language culture. Social learning strategies were pnmarily noted in the themes: 
"Understanding English Speakers and their Culture," and "Extra Practice." 
The use of affective learning strategies was evidenced in the qualitative data in 
twelve instances. Affective strategies seemed very important in aiding Yuriko to 
understand, accept, and cope with feelings and responses related to her SLA 
experience. Affective strategy use was noted in the themes: "Difficulties and 
Confusion, " "Understanding/Leaming New Words," and "Extra Practice. " 
The use of memory m e g i e s  was vividly described by Yuriko when she talked 
about the ways in which she created pictures and images in her mind in order to create 
structures and support recall of linguistic material. The use of memory strategies was 
noted nine times in the interview data. Memory strategies were most evident in the 
themes: "Getbng the Main Idea and Details," "UnderstandingLearning New Words," 
"Learning Pronunciation, " etc. 
Compensation straegies were the least often strategy category 
qualitative data by Yuriko in strategic behaviour in SLA endeavours. 
strategies were used by Yuriko in leaming situations where she used 1 
reported in the 
Compensation 
inguistic and 
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situational clues, to help her _miss the meaning when she lacked the actual linguistic 
controVproficiency sufficient to understand or express the concepnial tasks. There 
were eight instances in which use of compensation smtegies was noted. 
Compensation strategies were most often evidenced in the themes: "Difficulties and 
Confusion," "Getting Extra Practice," UndemandingLeaming New Words," etc. 
Reflective note findin~s. 
Yuriko's reflective note findings evidenced two instances of metacognitive 
strategy use. One occurred in the theme: "Difficulties and Confusion." The other 
occurred in the theme: "Extra Practice." Cognitive strategy use was evident in two 
instances and there was one instance of social strategy use in the theme: "Extra 
Practice. " 
Tables 1, 2, and 3 which follow display instances of Yuriko's langage 
strategies as they were reported in the qualitative data. Table 4 displays Yuiko's rank 
ordered SILL scores. Table 5 displays a synthesis of the rank ordered LLS scores, 
both quantitative (SLLL) and qualitative (RN and SSI). 
Table 1 
Yuriko's LLS Use and Associated Learninrr Themes 
'Shcmcs: Undersianding llnglish Knglish as a l>itlïculties and Ilxlm Underslanding Stiidying 
Spmkers and System of  Laiiguagc Confusion I'niciiçc Graniniar (Iraniniiir 
ihcir Culiure 
Cognitive "In Japan ... say 
subjecl and al Ihe cnd 
, is a vcrb . . A  learnd 
Gcnnan ... very 
dilrcrent granintar 
stylu ... so very hard 
,..alsa English." (SSI) 
"At a biiskclball ganir: 
ai UVic ... Canadian 
siudonb sa1 behind nic 
... talking ... I tricd io 
undentaiid ... I couldn'i 
wndcntand ... bccausc 
thçy uscd many 
slangs." (RN) 
"Iiasic 8mmmar is 
iniponant bccause ... I 
Icsrncd thai forni bu1 I 
ntake many misîakes 
... so ...' shi: musi be 
riçh ... and shc niighi 
hc rich' ... very 
difirent mmning ... if 
I make a mlstake 
iliat's iruwblr:." (SSI) 
Compensaiion (Siudyiiig with niy 
convcrsalion parî~icr) 
"If I don't undcnbnd 
a wurd ... I will ask 
'please rcpeat ... spcll 
ihtii word."' (SSI) 
Mcracogniiivc "1 hnvc leamcd ihai 
gramiiiiir poinl alrcady 
... hul I have forgoi 
(laugh) ... ihai's 
nicetirig ..,kind o f  
rcview tbr IW ..,ir l 
Ièel borcd ... I jus1 do 
cxercisc ... and rctid 
inbmiaiion 
. .c~pIu~iu~io~t." (SSI 1 
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'I'hemcs: lxaminp Most Iniporisni Açiiviiy lh i i ig Undersiood lJnJersiaiiditig/l.cariiiiip (ieiliny Main ldca My Miist INlicult 
12ronunciaiion in Ixaming Ilnglidi Ncw Words and Iktails l.cariiiiig 'I'ask 
Mcmory "Mnybe tliai's a 
niisiake ... but I guess 
iinyway ... in my mind 
... I have a kind o f  
word ... and divide ii 
h m  sircss ... I ask you 
io repat again 
... sometinies I record 
"1 iiiiaginc ... sonie 
situutions iii niy niiiid 
... niaiie picturcs ... und I 
iry la rciiienibzr thc 
lliouph~." (SSI) 
... rccord and listcn my 
pronunciaiion." (SSI) - 
Cognitive "1 wanl to Icrini Iho 
spll lng ,..J wsiii IO 
wriic down." (SSI) 
Compnsatiun "1 esk you ayain IO "1 jus1 rcad ihrough ... 1 
plcssc repzat 1ha1 don't know i f  ihai riphi 
tiyaiii." (SSI) but I gucss .,.l know iIie 
silualiun ... sonietinies 
... can't undersiand yei 
... 1 look up." (SSI) - 
Mciacogniiivc "'l'tic iiiosi iiiiporiaiii 
ihing ...p repare allcriliuii 
. . .p arlicipiilo ... in class." 
(SSI) 
Alfectivc "Of çoursc I urii 
siudy iny linglisli ... so 1 
Iiave Io usa linglisli ... so 
usu tiiiglish diclionury 
... hui i f iruublc la 
undersiand ... si) I clicck 
Japancsc dic1ii)iiury . ..so 
ihui is riiiicli hdptiil lbr 
1116." (SSI) 
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Quantitative Findines 
S ILL findings. 
On the SILL inventory, using Oxford's mode of s c o ~ g ,  Yuriko's highest score 
was in the category of social strategies, although cognitive and compensation strategies 
were also in the high range of use. Metacognitive, affective, and memory were in the 
medium range of use. Yuriko's use of al1 language learning strategies at a moderate to 
high level of use suggests she is a strategic language Iearner and that she is both aware 
of her strategies and able to priorize them. 
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Table 4 
SILL Inventorv Scores for Yuriko 
SILL Evidence Score 
Rank Order Strategy Use 
1. Social 4.2 
2. Compensation 3 -7 
3. Cognitive 3 -7 
4. Metacognitive 3 -4 
5. Memory 3 -2 
6. Affective 3.3 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually w d  3.5 to 4.4 
Medium Sometimes used 
Generally not used 1.5 to 2.4 
Low 
Never or almost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained fiom Heinle and Heinle Publishers. 
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Reflective Synthesis 
in understanding the findings it should be remembered that my Ievel of 
subjectivity in understanding Yuriko's use of her language leming mtegies may be 
different frorn hers. 1 had a small slice in her life as a language leamer to examine 
and to analyze. Although 1 attempted to capture the redities of her use of strategic 
l e m h g  behaviour in SLA, there may be aspects of my perspective that prevented me 
fiom achieving this in the mon precise manner (1 am rerninded by her quote, 
"Everything is di fferent ...p eople' s thinking etc. "). 
Yunko reflected on the dilemma of facing linguistically and socially confusing 
situations and how she intentionally mobilized LLS to help her gain control 
Linguistically (using compensation strategies, i.e., asking for repetition, when she 
lacked the precise language to accomplish her tasks; seeking practice to better 
understand English as a language and a culture; planning, monitoring, and evaluating 
her learning efforts; using her visual and cognitive orientation to maximize her 
language leaming experience while listening to messages that her somatic being shares 
with her affective being). This may be one of the moa interesthg aspects of Ywiko's 
LLS behaviour in the light of John Schumann's (1994) recent assertion that, "...the 
brain, affect and cognition are distinguishable, but inseparable." (p. 23 1). The findings 
fkom Yuriko's case suggest this. 
One of the areas referred to by Yuriko in her reflective notes when she says "in 
my dream," etc., suggests how significant the unconscious mind may be in both 
processing language and influencing leamers' insightdfeelings about their language 
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leaming experience. Such insights might be understood within Oxford's affective 
strategy category of "listening to your body" in which the learner must pay attention to 
the feelings that their somatic being provides, in better understanding themselves as 
language leamers, as well as their efforts in language learning. However, there may 
be no category of language leaming strategy in Oxford's system which adequately and 
accurately captures the essence of this aspect of learning. 
From both a research and a practice perspective Yuriko reminds us that it is not 
the brain or the body in isolation that partake in the SLA process, rather it is the 
whole being of the SLA participant in relationship (Norton-Pierce, 1995) with the 
target language speakers and their cultural reality that create and recreate the learning 
process (Brown, 1 994). 
As 1 reflect on Yuriko's mategic leaming efforts, the fmdings remind me that 
this woman seemed, on both a conscious and subconscious level, to mobilize modes of 
being as modes of Ieaming. That is, she seemed able to plan and use her Life 
experience to optimize her SLA experience. This is one of the attributes of being a 
self-directed leamer for whom al1 life is learning. Yuriko understood that the world of 
Japanese and English speakers was completely different, but did not feel 
disempowered. 
This is an important consideration, especially for adult leamers who corne to 
the process of SLA with a mature persona1 consmct (Cranton, 1992). Many 
expenence a loss of self in a linguistic code far removed fkom their native language 
(Murphy, 1989). Yuriko used her language learning strategies to ensure this did not 
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happen to her. 
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Table 5 
S vnthesis of Findinas: Yuriko 
Qualitative Evidence SILL Evidence 
- S m  of Two Methods- Quantitative Findings 
Rank Order of Strategy Score Rank Order of Strategy Score 
1. Metacognitive 28 1. Social 4.2 
2. Cognitive 22 2. Compensation 3.7 
3. Social 13 3. Cognitive 3.7 
4. Affective 12 4. Metacognitive 3 -4 
5.  Memory 9 5. Mernory 3 2 
6. Compensation 8 6. Affective 3.3 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually used 3.5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or almost never used 1.0 to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained from Heinle and Heinle Publishers. 
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Learning Experience of Participant 'Alexandria' 
Description of Alexandria 
Alexandria (Aiex) is a twenty-seven year old woman f?om Mexico. She 
eraduated lÎom business college and worked as a professional f-anciai consultant in 
Ci 
Mexico City. Alex spoke of reading and editing book drafts for her father, an 
economist, who has authored several books related to the emerging economies of Latin 
America. Two of Alex's sisters, who live in the United States, are fluent in English. 
When interviewe& Alex had been midying EngIish for nearly a year in Victoria and 
said, "1 study a little bit before in Mexico." Alex reported that when she came to the 
English Language Centre program, her sister fkom California came to stay with her 
h o a  family for the fua two weeks "to give me a hale hand." 
Alex expressed a pragmatically high valuation of English when she said: "Now 
is very demanding in my country and everybody has to speak another language ... to 
fmd better jobs or better opportunities." 
Despite her enthusiasm for participation in the study, she decided that she did 
not have time to keep the reflective notes. In the interview AIex expressed definite 
ideas about the ways in which she perceivea herse!f as an adult ESL learner in a 
formalized program, saying: "In my opinion the program at W i c  is ... is easy ... 1 
think that they don't understand the students ... 1 don? know if they don't realize that 
you are ...y ou are a person ... and you ... have been dive for years and years ... and you 
know many things." (self-evaluation/metacognitive; discussing feelings/s/affective). 
Alex's high literacy level in Spanish and her inquisitive refiective nature were 
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evident in the interview discussions. Her language learning strategies included a 
variety of cognitive, analytic processes in which she used her attentive, analytical 
ability to focu on, and derive meaning fiom a variety of English expressions. For 
example, she analyzed idioms ( " ~ g  the bell"); reflected cross-linguistically on words 
("one day in the soap opera she used 'in my second thought';" "in facr ... amputation 
... we Say ... arnputatage"); and focused her attention on precision in namalistic English 
language use (i.e., "because he was using good proper English"). 
With reference to how Long it would take to Iearn a language Alex said, "1 
think if you are learning a language ... i f s  forever. ... And 1 think it's ... we are 
Mexican people and we want to leam ... and we are ... not very shy and sometimes . ..we 
are ... we know we are ... making mistake ... but I think everybody that ... want to l e m  
another language ... is going to make . ..mistake." (taking risks wiseLy/affective; 
rnonitoring/metacognitive). " ... because if you are learning another language . . .there are 
many things new for you ... in that language ... but that doesn't mean they don? know 
nothing." (encouraging statements/affective). 
Alex revealed herself as a proactive, energetic language leamer. She mobilized 
extensive and diverse LLS to avail herself of oppominities for English language 
learning. Rubin (1975) and Naiman, et al. (1978) had suggested a number of 
attributes which characterize good language leamers, many of which were evident in 
Aiex's language les-g. 
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Qua1 itative F indings 
Interview hdings. - 
The data kom Aiex's interviews revealed thirty-six instances of cognitive 
Ianguage leamhg strategies. These were primarily evidenced in the themes: "English 
Language as a System," "UnderstandingLeamhg New Words," "Extra Ractice," 
"Leamhg Grarnmar," "Getung Main Idea and Details," .etc. Several times in the 
interview she analyzed expressions and did contrastive analysis between words in 
Spanish and English. 
Metacognitive language learning strategies were evidenced twenty-six times in 
the interview data. Alex used metacognitive strategïes in the themes: "Understanding 
English Speakers and their Culture," "UnderstandinglLearning New Words," 
"Understanding Grarnmar," "Extra Practice," "Relevant or Less Relevant Learning 
Activities," etc. These were learning activities that required globalized planning, 
organization, and evaiuation than Alex evidenced so clearly in her many and varied 
leaming activities. 
Social leaming strateçjes were noted in twenty instances. They were present 
primarily in the themes: "Understanding English Speakers and their Culture," and 
"Extra Practice," and "Getting Help." These situations required that Alex plan and 
execute social contact with proficient native speakers in a variety of locales. 
The use of affective language Iearning strategies were noted ten times in the 
interview data Alex used affective strategies to note both positively and negatively 
the way she was feeling about her language leaming in the themes: "Relevant or Less 
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Relevant Learning Activities," " Remembenng a Successful/Unsuccessfüi Language 
Leaming Expenence," "Am I Making Rogress?," "Difficulties and Confision," etc. 
Alex's i n t e ~ e w  data yielded nine instances of her compensation strategies use, 
primarily in the themes: "Difficulties and Confision," "Understanding/Leaming New 
Words," "Being Understood," etc. 
Memory strategies were overtly noted four Urnes in the interview data and this 
occurred in the themes: "English Language as a System" and "Understandine/Learning 
New Words." 
Reflective note findin~s, 
There was no qualitative data fkorn the reflective notes process because Alex 
did not keep the notes. 
'Table 6 
Alex's LLS Use and Associated Learninri Themes 
ïhemes: Understunding linglish tlnglish as a Difliculrics aiid 





Mtmory "Sometimcs you 
rcrncmbcr ... someiliiiig 
.,.soniclimcs you 
forge1 ... niayhe 
underlino sonic ' 
scnttmcc ... importnni 
... 1 think samr: way 
you h m  in Spanisli." 
(SSI) 
Cognitive "Sho's trying to Ieam 
Spanish and I'rn trying 
IO leam hgl ish ,,.and 
sometimes I ask lier 
... okay ... for mc 
decepljonaic is likc 
... it's llke yau expcci u 
liiilc bit more ... und 
you don't have thst 
... for her il's like 
'disappoiniing' ,..su il 
you take thni word 
from diciionary 
... simllar in English 
... no1 exaclly the 
s#me." (SSI) 
"1 renicmbcr wheri 
tiusband Ihast falhcr 
and frbnd werc! 
talking about Forcst 
Gaine ... Ounip 
... muvic and the) ssy 
... he used 'oiherwisu' 
wiih this and this ..,I 
went to my bedroom 
..,I s t ~  10 inskc a 
note htçuusc hc wasn't 
niaking a misiiikc." 
(SSI ) 
"i ihiiik gnnimsr is "I'ni ... l'ni answer the 
very hclpful ... il shows exrrciso ,..use the 
yuu have IO spcak gramnwr book ... tlnd 
... maybc I'ni answcr the nieaning ln 
the exercise ... try IO Spanish." (SSI) 
understand the 
meaniiig in Spanish 
... thcrc's only one rulu 
... and 1 ihink you've 
$ut IO praclicc." (SSI) 
(ISS) .'Y~!'l i 
Aayi ARM 3t/l ~ 1 ~ 3 1  oi 
m e q  noA inq- Buliliou 
(ISS1 .Wds (1~s) ,l'rati~ua~P MOU)( I,UOP no6 ueow 
al a ~ u q  noA ~ o q  noA puulsiapiin 01 UQIS i,usaop..* noA JOJ 
M ~ U  aiw sfluly) Xuttiu"- 
a8unluul Jaytoue 
Boyuwal 3~tt noh 
J! 1SîiW33q"' J ~ ~ ! W ~ O L  
Aq li Op 01 aASq 
no4 'Aualluq~ a~oui 
pua atow iuum noA JI, a ~ ~ l p O a s w a ~  
- - - -- 
oJniln3 ~ p 4 1  
JUUINIW!) ~u t i iwwg ~~!Kw,I uqsnjuo;) atlanBuvl JO uiaisAs puw siayuadlr; 
Bti!Apn& Rii!puu~sinpii(~ u l~xg  Puri W n w l C l  u su tp!lluil ip}lSu:l Ou~priuistapu(~ :sauiaqf, 
'Iliemes: Understanding Engtish English ris a llil1lculties und Extra Uiidersiandiiig Siudy in8 
Speakers and Systeni of Languagc Confusion Praçtice (lramniar ramniat 
ihcir Culture 
Social "Try io bc wiih people "Wh~n hust niolhcr 
thai spcak thc ncw pick the ielephane ... I 
languagu ..&y IO harijj hesr ihc aiiswer ... il 's 
around ihem." ( S S I )  helpful Io nie ... iiiiiyhc 
iiexi iinic I'nr going io 
ask (answcr] iclephonc 
like ihat ,..So ... okay, 
try Io praciice rvilh 
everybody ." 
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-- -- - 
'I'htmes: Leamin8 Most Important Aciivky Uciiig Undcntood Uiiderstandinfl.carning (iciling Main Ides My Mosi I)ilTicul~ 
Pronunciaiion in 4-carning English Ntw Wurds and ûctails 1.curning 'I'ask 
' Siraiegies: 
Compensation "'ïhcy say one ...y ou 
say ii again 
... somctimcs ask 
thcni Io repeat ,..and 
up Ilouder] in ordcr 
lo htar and wrilc for 
cach onc [word] 
... and rcpcai ... and 
îhcn wriic ... in 
Spanish." (SSI) 
In ilic siluaiion of 
being 
incumprchensible 
10 II naiivc spcakcr 
Alcx ssid, "1 will 
iry ... myself 
... speak slowly 
... let him ldoclor 
knowl 1 am a 
Mexican ... ihey 
pay a I i t i lc more 
ailention." (SSI) 
"If you Iicar ii ncw 
word ... ask for 
pronunclailon ... say 
again ..,praciice 
.,,mnybc you arc 
missing someihing ... try 
IO draw ii titila diagram 
... n ~ k a  wurds a Iiiilc 
darker ...y ou can wriie 
convtrsslion ...p ut il hi 
contcxl." (SSI) 
Metacognitivc "Say ... lisitn ... ilic niosi "Look ai ihc piciurc "liui l lhink ... nini 
Impomnt thing for mc ... the person ... dinct ... cvcrybody ... siudy 
Io do ... lisicn ... iske il eycs ... l alwsys ... whcn English ... thcy arc 
in ... or somt(inies someone is talking wiili ablc IO mad ,..but ihc 
... choosc somc senicncc nie ... liccp ihc eyc probleni, ihe 
... look al lhe book conlaci In my class prablem is IO spcak." 
... w r k  down the coneci ..,and I nlways sii hi ilic (SSI) 
way ... I copy lhcm froni." (SSI) 
... thei's ihc wny ii hus 
I O  k." (SSI) 
Social "Okiiy ... try io prucrlce 
wiih cvcrybody ... whtn 
I Iiave an opporiuniiy 
..,cvcn i l  i l 's Japiinesa 
ur 'l'siwancse and 
niuybc they dori'l 
undcrstaticl cach oilicr 
...y uu have IO speak 
... wiih your haiids 
... lhcy doii'l spcak your 
Iunguugc aiid you Iinw 
10 iry uiid da il." (SSf) 
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Kenicmbcring a tictiiny 1 Iclp Ain I Making Hclcvani or 1.css hcparlng for a 
SiiccessfuVUnsuccessful Progress? Hclcvani 1-cerning Cballenging 'l'ask 
Language Lcaming Açtivitics 
Expricnce 
Affective "In the beginning whcn 
1 wss watching TV ... I 
would ... oh ... one word 
..,thal word .,.and I'm 
pay allcnlion in cvcry 
single word ..+and rhrce 
months laicr ... when 
show is over ... I sbrc IO 
rcaliza ... I was ablc IO 
undeniand ... cvcry 
single dciail and I was 
really happy ... it was 
likc a jump ..A was 
very, very happy." 
(SSI) 
"Okay il has IO bc 
sonielhirig 1 was mally 
inieresicd in . . .I was 
rcally inicrcsicd in ber 
1 k  [Nellic McCluiigl 
... so I rcud and rcad," 
"1 likc IO walcli iiiany 
videos in cliiss and 
discuss videos wiih 
lericher, no1 jus1 ilic 
studrnis . ,.sonieiimes 
Iialklny ailier siudcnis] 
Is wasting iinic 
... bcceusc you arc only 
inaking niisiake ... I 
don'! like thal," (SSI) 
Social "1 ani ialking wiih "1 iliink now is  bettcr 
my conversaiiori for mc kcausc ... I 
parlner ... wu hclp a ... l'm ... I undcrslutid 
lot onc ai~oihcr niorc thlngs ... ai ihc 
... somcii~ncs I usk her bcginning wus vcry 
okay ... for ine trard ... bccausc 
'dcccptiunsic' i s  likc cvcryihing is ncw 
... um ... or anipultimgc ... for you ..,vcry hard 
... soniciiniçs dicy io undersiand 
iiican lotally .,.soiiiciimcs ...l lauglil 
dilTcrciit." (SSI) I givc up o,.wlicii I 
wflliç up ... Say 'l'il1 
gain8 IO do il' ... l'ni 
ihat kind ol'a persoii 
... kccp yoliig uiid 
yo i i i ~  ... und ncvcr givç 
up." (SSI) 
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Ouantitative Findines 
SILL findings. 
On the findingc of Alex's SILL inventory there were two leaming strategy 
categories (social and compensation) which measured in the highest range of use 
(aiways or usually used). The scores for the other four macrostrategy categones of 
LLS use fell in the medium range of use (sometimes used). 
Second Language Acquisition 88 
Table 9 
S E L  Inventow Scores for Alex 
SILL Evidence 








SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually used 3.5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2.3 
Low 
Never or almost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained fiom Heinle and Heinle Publishers. 
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Reflective Svnthesis 
As the SEL inventory suggested, Alex was a sophisticated and seemingly 
experienced user of language learning mategies. Findhgs from Alex's interview data 
revealed a high personal and familial valuation of the English language. Positive 
beliefs and values toward the target language and its speakers seem to be predicative 
of a heightened level of both extrinsic and intrinsic motivation (Brown, 1994), and 
enhanced potential for success in language leaming (Mantle-Brornley, 1995). 
Alex spoke of her extensive reading experience in Spanish. It ha been 
reported that Iearners with the advantage of a high ievel of literacy skills in theu 
native language show an enhanced ability to ded with literacy and developmental 
language skills in the target language being studied (Weinstein-Shyr, 1993). 
The findings fiom the interview data and the S L L  inventory suggest that Alex 
used extensive metacognitive, cognitive, and social LLS. Her high level of persistence 
(Trernblay & Gardiner, 1995) would suggest that she had the intrinsic motivation 
necessary to support diverse and ongoing strategic learning activities in the face of 
confusion and hutration associated with learning English and being in an unfamiliar 
culture. AIex evidenced the realistic fhmework of beliefs and values about the nature 
and duration of language leaming that has been reported to be conducive to success in 
language leaming (Mantle-Bromley, 1995). 
This area of beliefs and attitudes may be more important than has been 
previously recognized, not only in facilitating the tolerance of ambiguiw (Ely, 1989), 
but also in the acnial cognitive activities of paying attention and noticing (Tomlin & 
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Villa, 1994) that is criticai in ianguage leaming. Leamers who use language learning 
strategies evidence more ability to control and monitor their own Ieaming, thereby 
contributing both globally and Iocally to their language leaming process (Felder & 
Henriques, 1995). 
The i n t e ~ e w  finduigs showed that Alex's accurate and conbg-uent referential 
framework and her high level of cornmitment were associated with extensive use of 
language leaming strategies. This seemed to facilitate the energy and the ski11 
necessary to foster learner autonomy for Alex. As she said "If you want more and 
more challenge ... I think you have to do it for yourself." That is, dthough Alex used 
her ability and her language learning strategies to focus on discrete and distinct aspects 
of language, she had a much Iarger personalized vision of the language learning 
process. Although she often reported using translation as a co_@tive leaming strategy, 
she sought to understand meaning as well as linguistic forrn, and used her concepnial 
Spanish knowledge in interpreting and better understanding her English language 
learning experiences. 
Alex demonstrated her ability to tolerate ambiguity and to take nsks, both 
amibutes that have been associated with proficiency in SLA (Naiman, et al., 1978). 
She exhibited a high degree of self-esîeem, and both reflected on and questioned the 
relevance and validity of aspects of her learning experience. By doing this she took a 
proactive and self-directed approach to the process, strategically evduating her 
leaming process and acquiring fiom it the aspects of knowledge that were most helpful 
for her as a learner. This powerful combination of a positive attitude associated with 
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extensive, pervasive language leaming efforts, including the use of lanpge learning 
strategies, seemed to be both supportive and facilitative of Alex's language learning 
efforts. 
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Table 10 
Qualitative Evidence SEL Evidence 
- S m  of Two Methods- Quantitative F indings 
Rank Order of Strategy Score Rank Order of Strategy Score 
1. Cognitive 36 1. Metacognitive 
2. Metacognitive 26 2, Social 
3. Social 20 3. Cognitive 
4. Affective 10 4. Mernory 
5. Compensation 9 5. Affective 
6. Memory 4 6. Compensaiion 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually used 3.5 CO 4.4 
Medium Sometimes used 2.5 to 3.4 
GeneraIIy not used 1.5 to 2.4 
Low 
Never or almost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained f?om Heinle and Heuile Publishers. 
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Learning Experience of Participant 'Don' 
Description of Don 
Don is a twenty-nine year old Taiwanese woman who trained and worked as a 
professional pharmacist in Taiwan. She had learned some English in junior high 
school and hi& school, studying English in Taiwan for a total of about six years 
before going to Japan. Prior to corning to Victoria she had worked in Japan for nine 
years as a software programmer. 
in the context of her family, Don spoke of one older sister who majored in 
English in university, but uses it little as she lives in Taiwan. When Don came to 
participate in activities associated with this midy she was always cooperative and ofien 
miling, but seemed somewhar tense. 
Speaking of her personal goals in learning English she said, "1 don? know the 
future ... but maybe if 1 can speak English well, maybe the job is good for me ... or 1 
thinking for Taiwan business ... the Funve may be like Hong Kong so English is 
... maybe the future ... if you want good job." (arranging and planning 
leamuig/metacognitive). She concluded saying, "So it, now 1 just thinkùig ... if 1 jmt, 
just speak Japanese ... but 1 can't speak English maybe it's rny minus." (self- 
monitoring/metacognitive). 
Reflecting on her English language expenence she said, "In junior bighl school 
... 1 very like English ... and uh ...Kg h school." (making positive statementshffective; 
focused anentionhetacognitive). "But one time 1 don? like English ... the teacher 
about pronunciation and English ... 1 don? know ... my junior hi& school is DJ 
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pronunciation ... but go to hi& school ... so when 1 tested 1 write ... DJ pronunciation and 
... ah ... 1 got it wrong ... but new word and pronunciation ... I can't get my point ... so 
usually ... effort, effort ... my English and Chinese translation or choice ... or somediing 
... results not so good." (taking emotional temperaturdaffective; analyzing 
'Men 1 asked her how long she thought it would take to l e m  another language 
Don said, "If you are living there ... learning English ... every day ... maybe just to spend 
your IWO or tluee years ... conversation not deep ...j ust shur ... surface ... the simple 
sentence ... but if you want deeper ... make something ... do something ... or something 
like slang ... 1 don't h o w  ... every day you repeat ... reading and writing ...j ust a short 
8 
time to remember." (analyzing contrastively/cognitive; self-evaluating/metaco@tive; 
Don reported many areas of challenge in her SLA process which seemed 
overwhelmingly difficult. Much of her energy was focused on memorization as a 
mode of leaming English and she failed to demonstrate interest in the meaning or 
function of English. 
In tenriew findins. 
Fuidings from the interview data for Don proved to be perplexing and 
unexpected. Although her life experience suggested that she was a sornewhat 
experienced language iearner, the data 60m her SSI and RN did not display the 
presence of supportive language learning strategies. She did not reveal 
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'preunderstanding' (Gadimer, as cited in Svanes, 1987) or particular interest in target 
language culture or speakers. Don spoke in tems of her goals fkom an instrumental 
perspective (Domyei, 1995) (i.e., she seemed to be prùnarily motivated by exninsic 
factors related to hture employment and had somewhat unrealistic ideas about the 
duration of midy that Language proficiency would require). 
Don evidenced the use of metacognitive strategies twenty-nuie times in the 
interview data. These strategic behaviours were in the themes: "Difficulties and 
Confusion," "Extra Practice," "Understanding Grammar," "Most Important Activity in 
Leaming English," "Am 1 Making Progress?," etc. Many of the instances focused on 
self-evaluation and self-monitoring and resulted in Don's reaching such conclusions as, 
"Sometimes just reading dialogue ... I see ... I see." (seems to indicate that she 
understands at this point). "But when you want to use it ...g one. [t makes you feel 
not good, now very scared or frightened." 
Fifieen instances of cognitive leaming strategies were noted in Don's interview 
data. These involved strategies such as translating and using resources (dictionaries) in 
order to strategically facilitate her language leaming endeavours. They were primarily 
evident in the themes: "UnderstandingLearning New Words," "Understanding 
Grammar," "Getting Help," "Difficdties and Confusion," etc. 
Memory strategy use was noted ten times in the interview data. Microstrategy 
areas used kcluded visual imagery, placing new words in context, and practising and 
were used in the themes: "Difficdties and Confusion," "UnderstandingLeaming New 
Words," "Leaming Pronunciation, " etc. 
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The overt use of affective ~ t e g i e s  was noted seven times in the interview 
data. They were used mainly in the themes: "Getting Main ideas and Details," "Mon 
Difficult Learning Task," "Extra Practice," "Am 1 Making Rogress?," and "Relevans or 
Less Relevant Learning Activities." In tenns of affective strategy use, these 
behaviours seemed to reflect Don's rather confused and despondent efforts to express 
her SLA difficulties, rather than serving to mategically strengthen her language 
learning abilities. 
Social learning strategies were specifically mentioned in six instances in the 
interview data and were found in the themes: "Extra Practice" and "Understanding 
Gramrnar." Compensation strategies were noted four times, primarily in the themes: 
"Getting Main Idea and Details," "Extra Practice," and "Learning Pronunciation." 
Reflective note findings. 
Don made twelve entries in her reflective notes (four more than made by any 
other participant in the study). Of these, eight were anecdotal (Le., "al1 day in house 
to do housework, washing clothes;" "nothing/nothing special") and did not relate 
specifically to LLS. 
Two of the entries which proved more revealing in terms of strategy use 
foilow: 
"Today 1 need to prepare for Monday's presentation (five minutes) ... the topic 
is free. I am very bothered with topic. 1 don't know what topic is good. Think 
. . .ansver is lifes." 
"I'm very nervous for today's presentation, that when 1 hished it classrnate 
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asked me some questions about 'life', very deeply. 1 can't answer very well. 1 
thought too bad anyway, it's finished." 
There were five metacognitive leaming strategies and one affective Ieaming 
strategy noted in the reflective note data. 
Table 1 1 
pon's LLS Use and Associated Learning Themes 
l'hcmcs: Undenisnding English English as a Difficuliics and Extra llndcrstanding Studying 
Speakers and Systcm o f  Languiigc Canhsion I'racilcc Grammar Graniinar 
thcir Culiurc 
Memo ry "Su sonictimcs I can't "If I usc: ... nicmortu: u 
incmorizc too inuch in good ... ninny ... many 
so a litilc bit ... 1 have ... vocabulary ... niaybc 
IO niakc scnicncc ... so maybc I will lalk 
my rcsults arcn'i with you in Englisli 
good." (SSI) ... uh ..Jus1 ... ihat niy 
mind is vcry strangc." 
(SSI) 
- - - -- -  - .  
Cogniiivc "hi 1 go1 io Japan "Sonietirnes in ihc bus "Maybc firsl I will use 
... almosl forgot we ialk ... or listen Chincsc dlctionary 
... forgot niy English ,..usually listen rndio ... rcmcnibcr Chincsc 
... my prununciation ... somctimcs watch word ... and if l uw: 
vcry nçar Japancsc 'IV .,.," (SSI) Jspsnew Jlciionary ... 
English ... somelimes 1 rcnicniber ,.. Jap ... 
. can't speak English lapancsc word,..and 
... my mind is thinking I!nglish meaning..,l 
... which onc 1s usc tlicni 
comcl." (SSI) burh ... uh ... IfnglIsh 
mcaning ... but 1 cannot 
usc wcll..,l can'i usc 
my self ... tlmc ... sa I 
had nui cnuugli 
iinic ... lcuming 
Eiiglish," (SSI) 
. 
'I'hcmes: Undcrstending English linglish as a Difiiculiies und Extra 
Speakers and Sysicni of 1.anguagt: Conlusion I'raciicc 
iheir Culture 
-- - . -. - 
llndcrstanding 
Grammur 
Meiecogniiive "1 think lcaming 
English no! ... in your 
"When I read sonic (Hcgarding ii ficld trip "Alter lime :..uAcr 
articlc I couldn'i to (iuldsrrcam Don lime ... I woulJ lry to 
room ...y ou need IO go undrrstand one word said). "More ... niore undersiand soincÏhing 
oui ... so you nced IO ... ihc purpose is to ... they hclp ... hclp yau about gnirnniar 
do or ID think ,..study read ihe sentence ... but leam English but not ,..soine~imes I usc u 
in ihc room and thcn wheri 1 lind a diflicull 100% ... il's pass hui little i h u  Io ask ihe 
use i(." (SSI) word ... l'm afraid of iioi pcrfcçl." (SSI) icachcr is ihis cancci 
, . . I  can'i understand ii ,..just a littlc." (SSI) 
... ariiclc." (SSI) 
"l'oday I nced lo 
prcparc for Monduy's 
prescniatiaii ... the 
iuplc is liec ... 1 niii 
very boihcrcd with 
topic ... I don'i know 
whai tapic is youd 
... ihink ... answcr is 
liks." (RN) 
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* 'i'hcnics: Rcmenibcring a Gciiing l lclp Ani I Miiklny Hclcvunt or I.css Prcpuring IOr u 
SuccessfuIIUnsucccsafu t 13rogrcss? Itclcvanl Lcaniing Cliullengiiig 'I'usk 
Language 1.carning Acllvities 
I:xpcricncc 
Mcrnary 
*Bu1 1 find how tu 
say ... watching TV 
wirh my moiher 
... talking aboui 
... usually find u 
chance ... IO spcaking 
at OUI lhai ... thcn try 
to mernoria ... atlcr I 
found oui wiih 
dlçlionury ... usualfy 1 
don7 havc cnough 
linle ... so niust cntcr 
niy roum 
... liomcwork." (SSI) 
CompensaIton 
Metacognitive "Ali ... inicresiiiig i n  
lifc ,,,uround lifk 
Yuu cun use Engtlsh 
io spcak ... bccausc 
now I can'l spciik 
good scnienccs fur 
cunvcrsstion ... si) 
suiiidimes I say 
...' 011 iiinybc I cun'i 
hcar ... can'i hcar 100 
mucli ,..and nilw vcry 
sçurcd or f i igl iki ird 
... tiiuybc I ' t i i  noi sure 
I cul, spctik good." 
(SSI) 
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Second Language Acquisition 1 O5 
Ouantitative Findings 
SILL findings. 
On the SEL inventory Don's scores for social, compensation, and cognitive 
LLS strategies were in the medium (sometirnes used 2.5 - 3.4) range. Metacognitive, 
memory, and affective strategy scores were in the low (generally not use4 1.5 - 2.1) 
range. These scores suggest that Don is not an experienced user of LLS at the present 
time. 
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Table 14 
S E L  Inventorv Scores for Don 
SILL Evidence Score 
Rank Order Strategy Use 
1. Social 3 2 
2. Compensation 3 .O 
3. Cognitive 2.5 
4. Metacognitive 2.4 
5. Mernory 2.3 
6. AfTective 2.2 
SEL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Alrnost or aiways used 4.5 to 5.0 
High 
Usually used 3.5 to 4.4 
Medium Sometirnes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or aimost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained from Heinle and Heinle Publishers. 
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Reflective Svnthesis 
The findings fkom Don's qualitative data evolved in an intereçting and 
somewhat unexpected way. Of al1 the women in the study, she was the only penon 
who had experientially lived and worked in two language envuonments before 
commencing her snidies in ESL. The scores on the SILL tool show that Don's use of 
Ianguage learning strategies occurred at a consistently medium to low level of use. 
This was a revealing and perplexing case study in the use of Ianguage learning 
strategies. Vann and Abraham (1990) speak of unsuccessful language Iemers who 
pursue strategy use in a random, desperate manner with limited focus on the taçk at 
hand. Oxford (1990a) cautions that the use of metacognition in the fom of self- 
monitoring is important, but that the leamer who becomes "obsessed" @. 161) with 
correcthg every speech difficulty will not enhace their communicative ability. 
Noting the Eequencies of Don's preferred language leaming macrostratea 
categories in the qualitative findings, it initially appeared that her use of strategies, 
both in terms of quantity and complexity, rnight have resulted in her being a 
strategically niccessful language Leamer. However, on closer examination, much of 
Don's reflection and hypothesis generation focused on somewhat Gagmented, random, 
and uitlexible LLS use. Coupled with inappropriate beliefs about the nature and 
duration of a successful language leaming expenence, Don seemed, at the tirne, il1 
prepared to cope with her SLA expenence. 
Many of her strategies involved dealing affectively with situations in which she 
ha& or was, experiencing difficulties in leaming English. This seemed very 
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discouraging for her, and appeared to result in a hi& level of anxiety and distress (i.e., 
"makes you feel not good," "feeling very scared," etc.). Thus, her use of 
metacognition was more of the nature of "...perverted metacognition in which the 
leamer is self-critical, overly anxious, and focused on reaching perfection." (Oxford, 
1990b, p. 443). 
Although she spoke of the necessity to experience "life in order to better learn 
English," she seemed to lack the howledge or ski11 to coordinate her language 
learning goals with supportive, successful ~ t e g i c  language leaming activities. That 
is, much of her leaming effort was focused on acquiring language form. Learners who 
believe they can acquire Ianguage through acquisition of Nflicient vocabulary items 
fail to provide suficient attention to function and meaning, and are not well prepared 
for communication tasks (Vann & Abraham, 1990). Some of the language learning 
strategies which Don used (i.e., translation, memorization) may have added to the level 
of confusion that she experienced, as she seemed to lack definite or specific plans for 
their appropriate application. Aithough translation can be usehl in enabling learners 
to quickly grasp complex concepts in early leaming, its use as a frequent LLS is too 
tirne consuming and is often ineffectual when used in a communicative language 
setthg (Oxford 199Oa). 
I wondered if Don had scored artificially high on the SLEP placement test, 
thereby being assigned to an inappropriate level of classroom proficiency. Also, 
expenentially, in dealing with two language systems which used idiographic 
orthographies, and working in a professional field which used algorithms 
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(pharmacy/cornputer programrning), Don rnay have corne to this English language 
leamhg experience cognitively prepared to deal with memorization tasks (algorithms, 
fornulas, etc.), but not well prepared to deal with an interactive, communicative 
language c lassroom. 
in conclusion, the Gndings suggest that Don may have been sufferiq fkom 
culturai shock, depression, general distress, ancilor cognitive overload. There was 
limited evidence of her ability to use LLS to positively support her SLA activities. 
However, she may have been in the early stages of LLS use and assessrnent in another 
year rnay show quite a different profile in her use of language learning strategies. 
Leamers such as Don alert researchers and teachers to the idiosyncratic and 
unusual ways learners may shape the w of LLS. Such learners alert us to the 
significance of not simply counting kequencies as an indication of LLS use, and 
highlight the usefulness of qualitative research in better understanding in-depth, 
essential aspects of LLS use. 
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Table 15 
Svnthesis of Findines: Don 
Qualitative Evidence SILL Evidence 
- S m  of Two Methods- Quantitative Findings 
Rank Order of Strategy Score Rank Order of Scrategy Score 
1. M e t a ~ o ~ ~ t i v e  33 1. Social 3 -2 
2. Cognitive 15 2. Compensation 3.0 
3. Memory 10 3. Cognitive 2.5 
3. Affective 8 4. Metacognitive 2.4 
5. Social 6 5. Memory 2.3 
6. Compensation 4 6. Affective -.- 3 7 
SILL Profile of Results (Version 7.0) 
Key to Undentanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually used 3.5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2-4 
Low 
Never or almost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SEL Profile of Results. Copyright 
exemption was obtained from Heinle and Heinle Publishers. 
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Leaniing Expenence of Participant 'Tomorni' 
Description of Tomomi 
Tomomi is a twenty-three year old Japanese woman who has been studying 
English for eleven years. A graduate fiom Junior Woman's College, she began her 
English language studies in junior high school. Tomomi said of her parents, "Can 
speak English ...j ust a Iittle bit." She said of herself, "I'm the fxst one ... overseas 
studies." 
With reference to better understanding Canadian culture and the English 
language Tomomi said, "Sometimes my hoa farnily ask me about my culture ... so 
...sometimes ... ah .,.Our culture is different ... so we taik about that ... if I know the 
culture ... the Canadian culture ... 1 can talk a lot ... i need to know about another 
country's culture ... because we can communicate more." (developing cultural 
understanding/social; setting goals and objectives/metaco~gnitive). S he continued, " 1 
want to use English at universities ... in work ... to speak another language." (setting 
goals and O bjectives/metacognitive). 
Speaking of how long it takes to l e m  another language Tomomi said "1 don? 
know about that ... English and Japanese is completely different ... so it is hard to Say 
many things ... totally different ... totaily different ... in ... in you know, character, 
c h m e r  is different ... English ..j u t  letters ... noun and adjective in exchange 
... sometimes make me very tired." (analyzing contrastively/cognitive; listening to your 
body/afEective). 
In the situation of strategically managhg the pronunciation tasic, Tomomi 
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initially related the process step by step as it would transpire in the class: 
"Presentation fi-orn news article ... new words from that article ... learn ... write . ..word 
.. .definition . . . teacher pronounce ... several time ... then we repeat." (focusing 
attentiodmetacognitive; noteskognitive; practising Iistening/cogitive; 
repeating/co@tive). This made me think of what O'Malley (1990) refers to as 
developmental cognitive stages in which the leamer, on her way to the associative 
stage and later the autonomous stage, fm passes through a descriptive understanding 
stage of task focus. 
Tomomi's fLldings reminded me that language leaming and the use of LLS 
was an incrementally complex process. Although many of Tomomi's strategies 
appeared to be in the processes of development and rehement, her interview and 
reflective note findings evidenced a positive orientation toward LLS use. 
Oualitative F indings 
Interview findings. 
Findings evident in Tomomi's qualitative interview data showed that she 
priorïzed the use of cognitive and metacognitive language leamuig strategies in her 
SLA endeavours. Thirty-nine instances of cognitive strategies were noted. They were 
mobilized in a variety of activities involving note-taking and practising. The creation 
of structure and her experiential language practice using cognitive LLS enabled 
Tomomi to increase her knowledge about the English language rhrough knowledge 
compilation (O'Malley, 1990)' and to create a structure kamework within which to 
retain this knowledge. Cognitive leaming strategies were noted primarily in the 
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themes: "Extra Practice?" "Understanding English as a Language Systern," 
" UnderstandingLearning New Words? " "Studying Grammar, " "Di fficulties and 
Confusion," "Learning Pronunciation," "Getting Main Idea and Details," and 
"Remembering Success." 
Metacognitive LLS use was noted in twenty-two instances in the SSI. 
Microstrategies in this category included self-monitoring, arranging and planning 
learning, etc. These microstrategies facilitated Tomomi's awareness of learning 
activities and their potential level of efficacy in supporthg her language learning. The 
insights which she generated through her use of self-monitoring provided her with 
corrective feedback, usefûl to the modification of her hypothesis, about the form and 
h c t i o n  of the English language. Her ability to plan her leaming activities ensured a 
high level of ongoing practice in leaming situations both formal and informal. 
Metacognitive strategy use was noted mainly in the themes: "Most Dificult Learning 
Task," "Extra Practice," "Difficulties and Confusion," and "Most Important Activity in 
Leaming Activity in Learning English." 
in the SSI findings, social learning strategies were Tomomi's third most 
preferred macrostrategy category. These social learning strategies were noted thirteen 
times, and enabled Tomomi to cooperate and interact with native speakers for an 
enhanced level of interactive language learning experiences. Social learning stntegies 
were noted in the themes: "Extra Practice," "Understanding Grammar," "Difficulties 
and Confusion, " "Leaming Pronunciation, " "Most Important Learning Task," "Extra 
Help," etc. 
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Tomomi noted the use of affective sûategies in ten instances in the interview 
data Affective strategies were used primarily to help her remain in touch with the 
physical response of her body to her language learning experience. Affective learning 
strategy statements occurred in the themes: "Understanding English as a Language 
Syaem," "Most Difficult Leaming Task," "Am 1 Making Progress?," and "Difficulties 
and Confision." 
The use of memory strategies was noted ten times. Memory strategies aided 
Tomomi's language learning through the creation of viiual memory to encode 
meaning, and were noted primarily in the themes: "Learning Grammar," "Getting 
Main Idea and Details," "Difficulties and Confusion," and "Understandin-fieaming 
New Words." 
Compensation strategies were noted seven times in the interview data They 
included strategic responses such as circumlocution, adjusting the message, and 
abandoning the topic in situations in which Tomorni's developing English language 
proficiency was not adequate to meet the situational/linguistic requirement. The use of 
compensation strategies was noted mainly in the themes: "Dificulties and Confusion," 
"Getting Main Idea and Details," "Extra Practice," and "UnderstandingLearning New 
Words." 
Reflective note findhgs. 
Tomomi made six one to two sentence entries in her RN data. In her two most 
complex entries, she used metacognition to set the desciiptive h m e  of her leamhg 
experience. She then proceeded to note a cognitive process necessary to complete the 
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learning task or challenge. Fïnally, she concluded the explanation of her strategic 
endeavour by expressing the way in which the leamhg activity impacted her 
affectively (Le., makes me very confused ... tired). 
There were seven instances of metacognitive strategy use. They were present 
in the themes: "Dificulties and Confusion," "Getting Main Idea and Details," "Extra 
Practice," "Relevant or Less Relevant Activities," etc. 
There were two instances of cognitive LLS in the RN data. They were present 
in the themes: "Difficulties and Confusion" and Understanding/Learning New Words." 
In the RN data, two instances of affective strategy use were noted. One was evident 
in the theme "UnderstandingLeaming New Words" and the other in "Difficulties and 
Confusion." No compensation, social, or memory strategies were noted in the RN 
data. 
Table 16 
l'omorni's LIAS Use and Associated Learnina Themes 
'Tticnics: Undcrstanding English English as a l>ificuliics und 




Mcmory "1 rcirieinbcr the forni 
... I Iiavc alrcady 
learncd in high school 
... I jus1 rcnicnibcr the 
furni." (SSI) 
Cognitive "Engllsh aiid Jspancse "Ah ... I jus1 priiclica 
is completely diIlireni ... froni ille 1~x1 book 
... so il is hard IO say ... 1 irlways hccp ... the 
niany things ,..touilly papcr .,,in wr l i l i i~  itial 
diffcrcni ... in you scntciicc ... and i f  l 
knaw ... çhamckr is havc timc IO sec lhal 
dirtPrcnt. English pspcr I chcck il." 
...jusl lcrtcrs ... nouii (SSI) 
and adjective in 
cxchangc ... suniciinics 
makcs nit  vcry lired." 
(SSI) 
Compciisation " A h  I linisli niy 
Iioiiicwork I want to 
wnicti 'l'V .,,somciinics 
I can'i undcrsiand dl 
so ,..1 try io [itidicirics 
gcsturdly as if 
coniicctiiiy ~ h c  known 
with tlic uiiknuwn)." 
(SSI ) 
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Table 17 
- - - - - -- -  
ï'hemcs: 1.csrning Most Inipurtant Activity Iicing Undcrslood Undcrsiuiiding/t.curi~in~ Octiing Main ldcu My Most Ilillicwti 
I'ronunc talion in I.carning English New Words and üctails l.carniny 'I'ssk 
Mcmory 
Cogn iilve "1 ... I repcst ...copy il 
down .,.repeal ... but 
nexf day or Icaming 
the ward ... write il 
down scveral iimcs 
... wniclimes I 
pronounce thai." (SSI) 
"I:irsl I rend ihrough al1 
thc siary wilhoul the 
dictlonary ... dicn rend 
again .,,llicn 1 chcck Ille 
word 1 donw[ know 
..,thcii I chcck thc 
diciion~ry." (SSI) 
"Sunictlnics this kind o f  
word makcs riic 
conî'uscd ... sor~icliriws I 
forgot ,..vcry casy 
... s»tiiclinics 1 
completely Ioryoi thul 
word," (SSI) 
"Spcak ... spcccli 
... ialkliig wiih olhcr 
pcoplc ,..convcmatiaii 
parîncr ..,nicet wlih 
re~ulsr stiidcnis 
... nicol wiih my club 
... wcckcnd 
... luncliliinc." (SSL) 
Compcnsstlon ('1'0 Iiicrcasc iiative "I:irsi I say thc ~iiiiiii 
speakcn' ides of  ihtit story ... tlicti 
cotiiprclicnslon) "1 try look al pcrson, ask 
IO rcpcat ... repent oiorc .:.then ... 1 think 
... repcal beck niaiiy ... lhcri ninybe nolbing." 
tiiiies ..A cliaiigc niy (SSI) 
way of strying 
... ntayôc wriic il 
dowii." {SSI) 
Mctecogniiivc "Chiillcnyc 
... challctigc is io 
ciiiike u prcscntaiiori 
... wc caii't rend ...j us1 
cnplaiir ... rciiicnikr 
s»iiic parc ... und 
spcak ... sonictinics il 
tiiakcs iiic coiituscd." 
(SSI) 
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'Table 18 
'l'henies: Hemcmbering a Oettinp I lelp Ani 1 Mnkl i i~  
SuccessfullUnsuccessM L'rogress? 
Languagc 1.csrning 
Kclevant or 1.w IVeparing l'ir a 




Meniory "1 think somclimes ... if 
1 îeel ihai is importani 
... I always wriir il down 
... so lhcn go back home 
... or if 1 have iimc ... 1 
~ r y  IO louk lhal again 
... lo rcview thal again." 
(SS I ) 
"Ali . . ./s so ... nini ..su 
now ... I am geMing uscd 
IO i t  ... hctbrc ... I lislcn 
jus1 ... ah whai hc ssys 
. ..aiic sentence ... l ihink 
... 1 can ncvcr ihink ncxi 
w d  ... so I cari answer." 
(SSI) 
Social "1 say iu niy hosi 
fa~t~ily . . m y  h & h  
Iicive iiinny nlisiakes 
... so plecise concçi 
my Eiiglish ... don7 
wanl Io pruclice 
iriisiekes." (SSI) 
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S L L  findings- 
On the SILL inventory, ushg Oxford's mode of scoringy Tomorni's highea 
score was in the cognitive macrostrategy category, aithough metacognitive and 
affective strategies were also evidenced in the hi& range of use. 
Memory, social, and compensation strategies fell in the medium level of use 
range on the SILL inventory. The score for the use of compensation strategies was 
lowea in Gequency, nearly approaching the low level range of use. 
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Table 19 
SILL Inventory Scores for Tomorni 
SILL Evidence Score 
Rank Order Strategy Use 
1. Cognitive 3.8 
2. Metacognitive 3 -5 
3. Affective 3.5 
4. Memory 3.3 
5. social 3.3 
6. Compensation 2.6 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually used 3.5 to 4-4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2-4 
Low 
Never or aimost never used 1.0 to 1.4 ' 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained fiom Heinle and Heinle Publishers. 
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Reflective Svnthesis 
Tomomi began her reflection on language leaming by acknowledging that 
understanding culture and the Canadian people played a prime role in facilitating her 
language learning. The relevance of positive attitudes toward target language culture 
has been reported to be predictive of success in language learning (Phillips, 1992). 
She spoke of the difference in the structure between Japanese and English, and the 
difficulties that presented for her as a learner. Tomomi spoke and wrote about 
cognitive strategies she used to practice in many, varied life situations. She also spoke 
of taking notes which she could use to encode and support her developing linguistic 
knowledge. In this way she was able to continually revise and refine her hypothesis 
regarding the nature of the English language and to facilitate associated knowledge 
compilation (O'Malley, 1990), in addition to mobilizing use of language in naturalistic 
practice. Leamers who combine naturalistic practice with bedrock strategies (memory, 
cognitive, and compensation) have been reported to be successful in their language 
learning endeavours (Green & Oxford, 1 995). 
Her metacognitive strategic ability enabled her to reflect on the efficacies of her 
cognitive behaviours and to plan and redirect her learning efforts when appropnate. 
This ability to delineate specific learning requirements appropriate to a given task or 
endeavour, and to combine, mobilize, or tailor the allied language learning strategies 
(Green & Oxford, 1995), seem to be a distinguishing factor between successful 
learners and those who are less successfÙl (Vann & Abraham, 1990). 
Tomorni's use of affective strategies to acknowledge feelings and bodily 
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sensations may have served to buffer her against the psychological effects of arnbiguity 
and fatigue which often accompany language leaming efforts. In my contact with her, 
Tomomi's ability to express her feelings seemed to reassure her that she could 
legitimately take time-out to acknowledge her feelings, and thereby to perhaps protect 
her self-esteem. It has been suggested that learners who acknowledge their negative 
feelings or attitudes are better able to develop techniques and mtegies to conîrol and 
modim them (Oxford, 1990). It has also been suggested that learnerç who are able to 
manage their affective frustrations may weil reduce their level of language anxiety, 
thereby inmeashg the amount of energy available for cognitive endeavours (MacIntyre 
& Gardiner, 1 99 1). 
The findings fiom her SILL inventory suggest that Tomomi would be a 
moderately experienced user of LLS. Further, the ways in which she realized her 
ability to mobilize a heightened and complex IeveI of cognitive strategy use were 
evident in the descriptive data of the interviews and notes. Here it is possible to see 
the situational locale, and the interactive use of Tomomi's cognitive and metacognitive 
strategies. It was dso possible to see the particulxized flexibility of organization and 
mediation sf affective and compensation sûlitegies. 
in conclusion, Tomomi's coordinated and orchestrated use of a varie5 of LLS 
served to suppoa cognitive and metacognitive strategy use, conserving Tomomi's 
cognitive energy level and protecting her self-esteem. This proved to be a powerful 
combination of LLS in Tomomi's language leaming endeavoun. 
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Table 20 
Synthesis of Findings: Tomomi 
Qualitative Evidence SEL Evidence 
- S m  of Two Methods- Quantitative Findings 
Rank Order of Strategy Score Rank Order of Strategy Score 
1. Cognitive 41 1. Cognitive 
2. Metacognitive 29 2. Metacognitive 
3. Social 13 3. Affective 
4. Affective 12 4. Memory 
5. Mernory 10 5. Social 
6. Compensation 7 6. Compensation 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
ALmost or always used 4.5 to 5.0 
High 
Usually used 3.5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or almost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained f?om Heinle and Heinle Publishers. 
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Learning Expenence of Participant 'Sony' 
Description of Sonv 
Sony is a twenw-eight year old Taiwanese woman. A graduate fkom a 
commercial college in Taiwan, she worked with cornputers before coming to Victoria. 
Speaking of her farnily she said, "ï'hey're al1 native speakers ... I'm the f i  one .JO 
went abroad to study English." Her interest in learning English related to her future 
goals of which she said, "1 c m  try to be an English teacher ... to teach children." 
(setting goals and objectives/metacognitive). 
Sony presented herself as a proactive, reflective user of language learning 
strategies in a variety of situations. For example, in relation to lanpuage ski11 
development Sony wrote, "How can 1 irnprove my listening? Aithough, I'm not good 
at speaking and writing. But 1 think people cm understand what 1 talk or write. But 
if 1 can't understand what they say, how 1 could answer them?" (planning 
learning/metacognitive; self-evaluation/metacognitive; self-monito~@metacognitive). 
In another instance, reflecting on a lesson related to functions, Sony wrote: "1 
don? feel like the ways she teaches ...p rice, landscape, sight the whole trip. But she 
didn't check whether al1 the adjective were suitable, and she didn't make assure 
whether we could understand al1 of thern. She just asked us to copy in order to 
describe our tour package. 1 didn't think it was useful. We have to find the meanings 
of them by ourselves. We could leam from it but we spent more time to learn less." 
(taking emotional temperature/affective; self-rnonitoring/metacognitive; self- 
Second Language Acquisition 127 
These entries availed an opportunity to see how Sony, as an adult lan-mige 
leamer, alerts one to the necessity for a meaningfil and usehl learning situation, 
corrective feedback, and the need to use time eficiently. They also provide an 
appreciation of the needs, skills, attributes, and self-investment (Norton-Pierce, 1995) 
that an adult language leamer may bring to various interactive life situations of the 
language learning process. 
Qualitative Findings 
Interview findings. 
Findings for the qualitative data showed that Sony used primarily rnetacognitive 
and cognitive language leaming sh-ategies in her SLA experience. Twenty-nine 
instances of rnetacognitive strategies and rwenty instances of cognitive mategy use 
were noted in the interview data. Metacognitive strategies were noted in the themes: 
"Understanding/Learning New Words," " Handling Gramrnar," "Extra Practice," etc. 
Cognitive language learning strategies were used by Sony in the themes: 
"UnderstandingLeaming New Words," "Getting Main Idea and Details," "Leaming 
Pronunciation," "Extra Practice," etc. 
Sony used affective strategies to support many of her cognitive, memory, and 
rnetacognitive behaviours. There were ten instances of overt use of affective strategies 
noted in the interview data. The use of affective language leaming strategies was 
evidenced in the themes: "Dificulties and Confusion," "Remembering a 
Successfirl/Unsuccessful Language Experience," "Understanding English Speakers and 
their Culture," etc. 
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Sony's primary use of social strategies reflected her ability to empathize with 
others, attempting to understand their feelings and behaviours. Thirteen instances of 
social learning strategy use were noted in the interview data. However, this precludes 
the fact that her basic motivational and personality type facilitated behaviour not 
measured on either the SEL inventory or in the qualitative processes (i.e., helping 
organize other students, both formally and informally, for participation in this research 
project; helping me organize the research project; etc.). Social learning strategies were 
evident in the themes: "Understanding English Speakers and their Culture," "Studying 
Grammar," "Extra Practice," etc. 
There were eleven instances of the use of compensation strategies noted in 
Sony's interview data. Almost al1 of these involved processes in which Sony was 
attempting to make herself comprehensible in situations where her linguistic 
proficiency was limited. Compensation strategies were evident in the themes: 
"Difficulties and Confusion," "Being Understood," etc. 
Memory strategy use included creating mental linkage by association, forming 
images in memory, placing words in context, etc. Seven instances of memory 
strategies were noted in Sony's qualitative data. They were evident in the themes: 
"Understanding/Learning New Words," "Getting the Main Idea and Details," "Leaming 
Pronunciation," etc. 
Reflective note findings. 
Sony was one of the learners who made eight entries in her reflective note data. 
The entries were extensive (averaging about eight sentences each) and focused on 
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specific linguistic, paralinguistic, and social instances, ofien reveaiing her thought 
process fkom a percepnial phase to an evaluative phase. 
There were twenty instances of metacognitive mategy use in Sony's extensive 
RN findings. They were present in vxied situations, ofien too complex and interactive 
to isolate. However, some of the themes in which metacognitive strategies were 
evident included: "Undentanding English Speakers and their Culture," "Studying 
Grammar," "Am 1 Making Progress?," and "Understanding Grammar." 
Eight instances of affective stategies were noted in such themes as: 
"Understanding English Speakers and their Culture," "Difficulties and Confusion," and 
"Remembering a S uccessful/Unsuccessful Learning Experience. " 
Cognitive leaming strategy use, in the RN data, was noted seven times in 
themes which included: "Understanding and Learning New Words," and 
"Undentanding Grammar. " 
Social learning strategies were noted three times in themes which included: 
"Gettuig Help," "Relevant or Less Relevant Leaming Activities," etc. 
Sony's use of a memory strategy was noted once in the theme: "Relevant or 
Less Relevant Leaming Activities." There was also one instance of a compensation 
learning strategy noted in this RN data. It occurred in the theme: "Difficulties and 
Confision." 
As cm be noted, Sony reported extensive, interactive LLS in her SLA 
activities. The level of her cornmitment of energy to these activities would suggest a 
high levei of personal investment (Breen, 1985), in addition to a hi& level of both 
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intrinsic and exûinsic innovation (Brown, 1994). 
Table 21 
Sonv's LLS Use and Associated Lemina Themes 
'I'hcmcs: Undcrstending English Unglish as a Iliniculiics and lixtra Undcrslnndiny Siudying 
Speakers and Syslem o f  Language Conrusion I>racticc Omniinar Graniinst 
fhcir Culho 
Strategics: 
Mcniory "Somciinics ... I will 
rcview in iriy nilnd 
... oiily in iny mind 
... rial usc ihc book 
... du sanio cxçrclsos 
... wriic cssay ... or use 
ilic grainmar." (SSI) 
Cognitive "1 T you con intcrv icw "Soinclinies 1 havc ia 
pcoplc ...y ou can lisicn siudy ... bu1 I alwrtys 
..,diiïcrcnccs beliig usc IWO grammer 
,..how ihcy will books ..,/ust chooso 
proriouncc ... difliircnl the pur( l nccd ... und I 
opinions," (SSI) siudy and do cxcrcise 
.,,if 1 did11'4 renlly 
uiiderstnnd .,, t will as), 
niy teacher or ask 
anyone." (SSI) 
Compensaiion 
'I'hcmes: Undcnianding l'nglish Llnglish as a I)illisuliiea nrid lx i rn  Iliidersianding Siudyiiig 
Speakers and Sysiern of  Langqagc Coiifusion * I'raciicc (inininiiir tirtiiiiniar 
iheir Culiurc: 
Metacogniivc "If you waiil Io lcarn 
anothcr lanjyagc 
...y ou have to lurn 
you ...y our lhoughls 
IO rhink aboui a 
ianguagt ... and how 
ihcy think ... whai's 
ihc diffcrence beiween 
thcir lives and yours." 
(SSI) 
"1 ihink to lisicn "'i'ciday ... nul only "Il's tcally Iiclpliil liir 
..,lislcn IO others tudey , . . I  fili very iric io sludy on 'must, 
iiilking ...driving in ihc confuscd ahoui iilmosl, gel, niakc, 
bus ... can lisicn lu prcposiiion .,.I lhink il elc.' 
utliers lalking ... inaybe is very iiiipuflsnl Nuw I know lhc 
you can waik in ikc ... sotiiciinics 1 cari gct din'irence hctwccii 
shup and nsk for il ... I have Io lhink iheiii 
sonieihing ... uboui ilic uboui the siiuaiion and ... but in 'l'iiiwun our 
pricc ... how io usc the decido whec tencl~er didn't cxplsiii 
article." (SSI) prcposilion Io us6 lbul fur us ... maybc I 
,,.but il ducsii'i rcally rurgiii." (KN) 
wurk." (RN) 
AlTcclive "Somelimes I jus1 likc (Hcgarding honicslay) 
kldding ... wnnl Io "Also ..A ... I wrilc in 
practicc phrasai vcrb niy journiil ... io niy 
... so 1 askerl iinpoliic teachcrs about tiiy 
question ... have you feelings ..whal is  
cvcr gone around difl icdi ... ur I fecl 
... bu1 I didn'i iliink confusion ~ b o u i  
about ihai was ,..wlit~l is the 
impolile ... Qerry was qucslion?" (SSI) 
very inipolilc ... was 
thar ihc culrurc of 
I'aiwaii ... I felt vcry 
disappoinicd ... I fcll 
surry for Geny and 
al1 my çouniry people 
... (ierry lold nie ..:I 
jus1 kidding.'" (RN) 
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l'hcmcs: Hemcnikring a Geiiing 1 lclp Ani 1 Making Hclcveni or 1.css I'reparing for a 
Successfu Wnsuccessful Progress'! Hclçvani 1.erirning Challenging 'I'ask 
Languagr 1,eaming Aciiviiies 
Experiencc 
Affcclive "In my class thsre was 
a visitor. Hc was an 
asirophysicist. l really 
liked his spcech. I 
lhink it was inieresiing 
and helpful for nie 
because whai he said 
wc hird studled in Our 
junior high school. Su 
hc could h l k  al1 my . 
aitcnlion .... Also, today 
our scats wcre [lie sanie 
as in class. lheryone 
cuuld sce ihc speakers 
noi ihc back o f  heads." 
(RN) 
Social "1 tliink I wiis "ln niy upinioti, il 
intercs~cd in ihe wrisn'i a goud idca io 
moming class ... ihc he iauglii by iiiy 
teecher gave us chssniaies abuui 
twenly-fivc newspapcr vocabulary 
descriptions and Iivc ... hccause classtiiaics 
vcrbs ... wc hiid IO didn'i rrnlly undeniatid 
rnake a seniencc ... and ... my ~cachcr explain ... 1 
IO miikc oihcrs agrcc have undersiood .. jus[ 
wiih you ... l î  you werc bç like ii wurds iii 
not really undcaland Chincse: l k i i ' t  esk 
you would always al imly oiic person when 
the sian ... alsu olhcrs yiiu gci losl." 
could Iiclp you Io 
undersiand whni yciu 
necd." (RN) 
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Ouantitative Findin ES 
SiLL fkdines. 
Sony's scores for the SILL inventory are reported in Table 24. Of the values 
reporte& the use of the affective strategy category scored in the high range of use. 
The other scores for Sony's language leming sadregy use a11 fell within the medium 
range of use. 
Table 24 
SILL Inventory Scores for Sonv 
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SILL Evidence Score 
Rank Order Strategy Use 
1. Affective 4.0 
2. Cognitive 3.3 
3. Social 3.3 
4. Metacognitive 3.1 
5. Memory 2.7 
6- Compensation 2.5 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
High 
Medium 
Almost or always used 4.5 to 5.0 
Usually used 3.5 to 4.4 
Sornetimes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or almost never used I .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SLLL Profile of Results. Copyright 
exemption was obtained fkom Heinle and Heinle Publishers. 
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Reflective Svnthesis 
Both qualitative and quantitative hdings provide revealing perspectives on 
Sony's use of language learning strategies. Each of the macrostrategies rneasured on 
the SILL evidenced use at a medium level, except for affective learning strategies. It 
has been reported that leamers who use primarily complex language leaming strategies 
(affective, cognitive, metacognitive, etc.) rnay, in their quea for meaning-focused 
leaming, use fewer memory strategies (Nyikos, as cited in Oxford, 1993a). Thus the 
fuidings on Sony's SILL inventory suggested that she might be an experienced user of 
language leaming strategies. 
Sony's reported hi& use of affective learning strategies on the SILL inventory 
was interesting. M e c t ,  as a constmct, is difficult to define and measure (Phillips, 
1992), and one wonders if the findings from the qualitative data which reflected a hi& 
level of metacognitive and cognitive strategy use are not in fact reflecting similar 
fmdings to the SILL affective category, although in a circuitous mode. That is, 
although Sony did not report the overt use of affective strategies extensively in the 
qualitative data, the use of metacognitive and cognitive strategies may have been 
extemal manifestations of essential, intemal psychological processes (Breen, 1985). 
It has been suggested that affect as an individual learner factor, and its 
ramifications for the language leaming process, neurobiologically and otherwise, are 
not well understood and beg more research attention (Ehrman & Oxford, 1995; 
Schumann, 1994). Also, leamers often do not report the use of affective and social 
language learning strategies because they are unaware of their importance (Oxford, 
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1990). 
Sony's language leaming strategy use in the qualitative data revealed extensive 
use of metacognitive strategies. These tended to be generalized, complex, and 
pervasive in nature. This was particularly evident in Sony's RN data. Sony noted 
reflectively the relevance of the physical and social learning environment and the 
significance of leaming materials to the learner's response. She also noted the 
importance of using time efficiently, teaching style, and personal investment in 
offering her a relevant, well-oiganized learning experience. 
Writing tasks are thought to be helpfùl as a format for disclosure of 
personalized language learning strategies (Faersch & Kasper, 1987; O'MalIey & 
Chamot, 1990). Sony's writing in her RN data reported LLS potentially appropriare 
for problem solution, and in several instances developed her strategic leaming 
approach fiom perception of the problem, assessrnent of available options through 
monitoring of responses, and fmally to suggestions for possible solution and evaluation 
of efforts. As such, the diary type entries revealed the transparency of Sony's 
cornplex use of LLS in a way that was not possible in the quantitative findings, and 
were not as well developed in the interview data. 
In developing the text for the RN data, Sony appreciably improved her 
grammatical proficiency level. Judging by the volume and complexity of the RN 
entries, they appeared to provide an opportunity for her to document personally 
relevant matenal. Leamers who have an opportunity to write about their LLS use may 
experience the benefit of an inîrinsically motivating leaming task (Brown, 1994), an 
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opportunity to increase the schematic complexity of their existing LLS knowledge 
(Bacon, 1995; Schurnacher & Nash, 1991), and support for developing learner 
autonomy (Cotterail, 1995). 
Reflective or dialogue journal writing can support and vaiidate LLS use for 
learners like Sony. It may also provide modelling for other lemers' thereby 
heightening theù consciousness relative to LLS use and its potential for them as 
individual teamers. 
Sony's writing provided her with a mode for continually refining and 
expanding her hypothesis about the English language and her participant socio- 
cognitive role as a language learner. This has been reported to be usehl to language 
learners in developing proficiency (Corbeil, 1990; Faersch & Kasper, 1987). 
The findings fiom the qualitative data also revealed Sony's specific modes of 
social and cognitive language learning strategy use. Thus, it was possible to view her 
use of cornplex and interactive strategies supporting the proactive behaviour necessary 
to optimize and bring her language learning opportunities to hition. It has been 
suggested by Vann and Abraham (1990) that less niccessful language learners may use 
several LLS of varying complexity. The critical factor, however, seems to be the less 
successful learner's inability to cohese the strategies in a flexible, orchestrated, and 
focused manner to deal with the requirements of the presenting task or learning 
opportunity. 
Sony taks of her realistic beliefs and attitudes relative to the language learning 
process. Learners who have realistic beliefs and positive attitudes toward the target 
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culture (Mantle-Bromley, 1995), and fùnction proactively, using LLS to resolve both 
discrete and globalized learning tasks, tend to be successfid in their endeavours 
(Oxford, 1990b). 
Sony's extensive and complex RN data revealed her high level of social 
investment (Norton-Pierce, 1995) in the life situations of her SLA experïence, and dius 
facilitated a more complete understanding of her use of LLS. In conclusion, it may be 
said that Sony's extensive use of LLS enabled her to seek out multiple and diverse 
learning situations and to monitor her language learning with a focus on understanding 
(versus memorization), c r e a ~ g  solutions to her individualized leaming challenges. 
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Synthesis of Findinps: Sonv 
Qualitative Evidence 
-Sum of Two Methods- 
Rank Order of Strategy Score 
1. Metacognitive 49 
2. Cognitive 27 
3. Affective 18 
4. Social 16 
5. Compensation 12 
6. Memory 8 
SILL Evidence 
Quantitative F indings 







SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
UsuaIly used 3 -5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or ahos t  never used 1.0 to 1.4 
This figure is based on Oxford's (1990, p. 300) S E L  Profile of Results. Copyright 
exemption was obtained Eom Heinle and Heinle hiblishers. 
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Leamuig Experience of Participant 'Hirorni' 
Descn~tion of Hiromi 
A graduate of Junior Woman's College in Japan, Hiromi began her English 
language midies eight yean ago in junior high school. She had midied Dutch for one 
year in Japan, and was studying both English and Mandarin when interviewed. 
Speaking of her firture plans to use English, Hiromi said: "English is a very 
helpful for me because I were a teacher ... Japanese Ianguage teacher ... 1 want to teach 
Japanese to fore@ students ... if they don't understand ... or have some trouble in Japan 
... 1 want to help them ...in English." (planning for a language tasldmetacognitive; 
empathy, cultural understanding/social; setting goals and objectives/metacognitive). 
Speaking about how long it would take to Leam another language Hiromi said, 
"I'm not sure ... but 1 think .A guess ... five or ten years ... after Junior Woman's 
College 1 studied Dutch ... Dutch is very difficult ... now 1 study Mandarin ... very 
difficult ... and in spite of Kanji ... but Dutch is more difficult." (analyzing 
conû-astively/cognitive). 
Speakhg of getting extra practice Hiromi said, "A few days ago ... 1 went to 
.. .urn supermarket ... 1 asked somebody ...mm ... this potato is so . . .so cheaper ... or not? 
The man ... woman said to me '1 have no idea'. But 1 said, to myself, I have no idea 
is a correct answer or not? Usually 1 hear the 'I'm sorry ... 1 don't know about that' 
... but 1 didn't know that ... I have no idea is okay." (analyzing linguistic 
expressiondcognitive; practising naturalistically/cognitive; self- 
monitoring/metacognitive; self-evaluatiodmetacognitive). 
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Ouditative Findins 
Interview findina. 
Hiromi spoke of studying words by reading, saying: "Reading ... almost ah 
.. .words ... 1 look the ... sentence ... sometimes write it ... usually 1 Iook the word ... my 
eyes remember ..sentence or vocabulary ... 1 remember the page of the dictionary 
... what kind of word ... where is the word ... top or down ... bottom of page ... the colour 
... check the colour ...[ to find it again] sometimes my eyes." (focused 
attention/metacognitive; making noteskognitive; using imageqdrnemory; placing new 
word in context/memory). Thus, Hiromi's combination of both intricate and bedrock 
LLS (Green & Oxford, 1995) suggested that SLA and complex problem-solvinp 
leaming processes are achieved in a variety of ways by individual learners. 
Hiromi used the interviews to express her LLS abilities thoughrfully and 
cornpletely. She seemed to have purpose in what she wanted to express, and was not 
deterred if she had to hesitate to bring her thoughts and expression to closure. 
Metacognitive language leaming strategies were noted in thirty-three instances. 
These primarily involved setting goals and objectives, arranging and planning leaming, 
self-monitoring, and self-evaluation. She used metacognitive strategies in the themes: 
"Difficufties and Confusion," "Handling Grammar," "Extra Practice," "Am 1 Making 
Progress?," and "Relevant or Less Relevant Learning Activities." 
In her use of cognitive language Iearning strategies Hiromi focused on 
practising, repeating, analyzing expressions, and on using resources (TV, language 
leaming laboratory, dictionary, etc.). She used cognitive strategies twenty-nine times 
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in the themes: "UndentandinglLearning New Words," ''Extra Practice," "Getting the 
Main Idea and Details," "Leaming Pronunciation," etc. 
Hiromi's use of memory strategies in the interview data was noted ten times. 
Her memory strategies primarily involved the use of auditory memory, but there is 
also evidence of kinesthetic and visual memory mategies. They were evidenced in the 
themes: "LearningNnderstanding New Words," " Snidying Grammar," and "Learning 
Pronunciation." Affective strategies were evidenced in the data eight hmes. Hiromi 
used affective strategies to acknowledge and assess the ways she was feeling related to 
her leaming process. Affective strategy use was pnmady evident in the theme: 
"DifficuIties and Confusion." 
Social strategies were noted seven times in the interview data and hvolved 
Hiromi's empathetic and interactive relationships with more proficient English 
speakers. Social strategies helped Hiromi in the themes: "Understanding English 
Speakers and their Culture, " "Extra Practice, " and "Und.erstanding/Learning New 
Words." 
Hirorni's use of compensation strategies was noted six times in the interview 
data primarily in the themes: "DifficuIties and Confusion," "Understanding Grarnrnar," 
and "Getting the Main Idea and Details." She was confident when she spoke of the 
way she could move fiom one compensation strategy to another (repeat, ask questions, 
gesture, Miting) in order to gain the comprehension of her English language Mener. 
Reflective note kdines. 
Hiromi made five short entries in her reflective note data. ln terms of ianguage 
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leaming there were three instances of metacognitive saategies, three instances of 
cognitive stmtegies, one instance of memory strategy, and one instance of social 
mtzgy. They were al1 found in the themes: "Extra Practice" or "Difficulties and 
Confusion-" 
(ISS) U~ilnn!ll!p 9J(W 
( 1 ~ s )  ;p(wfl q qan(i Inq"'  ! p q  
A m  s,ll os-.. u!u4n- ja q d s  u!-+ iInqUIp 
\I!P!!B"' J?~lO33J h3~"' iI!lB~IIUW 
adui Juay titi:, 1 Xpnis 1 MOU." iInnRj!p 
aiayl'" qui aflun4ue(*. h i a ~  s! ywn(1"' ip)n(l 
nl 03 1 sawlinwos- pqpnis 1 aRal(oa 
t ~ u  JO... uo!s!mla,l,, s,uetuom ~olunf  JaUv,, 
- 
'ïhc nies: Understanding llngllsh linglish as a I)i~iculiir:s aiid Iixira Ilndcrstuiidiiig Siudying 
Spcakers and Sysieni of 1.aiiguage Confusioir - Praciice (irammar (iranimar 
iheir Culiurç 
Conipcnsation Whcn not being 
undcrsiood l l iromi 
suggcsicd the 
followliig siralcyics: 
"1 cauld un1 ... ask thc 
speaker 
... again') Ircpeat] ... or 
say ... surry 1 can't 
undersland you 
...p lcasc sny mure 
slowly ... or 1 wil l  do 
gcsiurc ... uh 
... wriiing." (SSI) 
"So ihis lunchiiiiie I 
wcnl io K-Mari ... I 
had Io iake a ticket fur 
ihc movic ... 1 thirik 
... wlial cun I ssy 
...' Could you ...g ive 
nie ... five iickci ... for 
the movic?' ... so 1 
niakr: corrcci scnicncc 
... I necd tirne ... Io 
say." (SSl) 
"Watcli 'TV ... ur iik 
... sonieliiiics I gu up io 
\lie Ianyuugi: Iab ..A 
caii ..A ctin Iieer ihc 
tape rccordcr ... nguiii 
aiid ugiiiii aiid uguiii 
... so il's vcry yuod." 
(SSI ) 
"Sometinics 1 
rcrnenibcr the currecl 
...j ust ihc corrcci 
sentencc ... I don7 
change ii ... the 
sentence ... somclirncs 
say diffcrcnt scnizncc 
...' uh ...oh ihis is no1 
gaud ... I ... 1 have 
ncvcr hewd this 
senicncc heforc ... nh 
din'crciiçcs ... so I iliiiik 
... wruiig." (SSI) 
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'Table 28 
ïkcmcs: Ren~rnlbcrlng a (Jctting l lclp Ani I Making Hclcviini or I.css IJr~puriiig liir n 
SuccessfulAJnsuccessful Progrcss? Kclcvani 1.carniiig Clitillcnging l'tisk 
Language Lcaming Aciiviiics 
Mcmory "Teecher wriic 
vocabulary on the 
board 
... check ~ h c  sircss ... JO 
slio say applr: ... lhc 
poinc ... 1 look for lhcrj 
nioulh ... 1 move my 
niou~l i  as sh'c Say 'pp' 
(shows pursing lipsl." 
(SSI) 
Cogniiivc 
Mclacugnilivc "I lni ... l lhiiiii .,.il's "Ali ... usually niukc a 
noi casy ... bccause I scntcnw ... il ... ah 
caii'i hcar Linglish ... rclalion io riic or 
spcakcr ... now t'ni sonieihing ... 1 niusl 
siudyiny ... cspccitilly rcmcrnbcr 'kuuiiTul' 
listcnliig lclectivc] ... ah ..A likc a niovic 
..,but 1 can7 t~cnr star ... Julic Kobens ..A 
... cvcrydny wntch the can say 'Julie Hobcrls 
iicws .,.iiiovic ... or vcry beiiuiiliil' ... hul I 
soniciliiny ... su now 1 don7 niake a scnirricc 
am conSusiiig ... wliai Ils nul cunccnlralc 
shuuld 1 du?" (SSI) nie." (SSI) 
'I'hcnics: Herncrnkring a Geiting liclp Am I Making Hclcvani or I.ess I'rcpsriiig for tt 
SucccssfulAJiisuccessful I>rognss4? . Hclcvaiil Lcaniiny Challciifiing 'I'ask 
Language 1.eaming Activilics 
Ex pcricricc 
Sira~cgics: 
Social "Ucfare Oclober . . , I  
stuyed wiih Iiosi 
family .,.iliçy havc iwa 
childrcii ...g o Io bcd 
eirrly ...g ci up curly ,..I 
couldn'i havc iiinc .,.a 
chance IO ialk io ihcm 
... sa I don7 ihink if is 
belter ... io sltry honic 
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SILL findings. 
nie hdings on the SILL inventory suggested that Hiromi was a sophisticated 
and experienced strategic language leamer. Five of the SILL macromtegy category 
values fell in the range of "usuaily used" and one fell in the range of "always or 
almost always used." Her highest score was in the range of affective strategy use and 
it was predictive of the positive and organi-zed manner in which she strategically 
approached her many and vatied SLA endeavours. 
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Table 29 
SILL Inventorv Scores for Hiromi 
SEL Evidence Score 
Rank Order Strategy Use 
1. Affective 4.5 
2. Metacognitive 4.2 
3 - Compensation 4.0 
4. Social 3.7 
5. Cognitive 3 -6 
6. Memory 3 -4 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
UsuaIly used 3.5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or alrnost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL Profile of Results. Copyright 
exemption was obtained fiom Heinle and Heinle PubIishers. 
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Reflective Svnthesis 
Hirorni's findings fkom the SILL inventory suggest that she is an expenenced 
and sophisticated user of LLS, particularly in the areas of affective and metacognitive 
strategies. While the number of instances of overt uses of affective strategies reported 
in the &ta did not fully support the SILL, the general nature of Hiromi's language 
learning behaviour did. 
For example, fuidings from Hiromi's interview data near the onset revealed an 
observation on the difference in language structure between Japanese and English. She 
noted difficulties and confusion, subsequent insights, and realistic beliefs related to the 
process of learning a language in many ways different From her native language. 
Leamers who use affective learning strategies to tolerate the ambiguities of an 
unfamiliar language and culture have an enhanced opportunity for success in SLA 
(Ely, 1989). 
Some lemers have the ability to use language learning strategies to flexibly 
generate usual and unusual solutions to their leaming challenges, and these learners 
tend to be successful (Vann & Abraham, 1990). Hiromi used a variety of 
metacognitive strategies to plan, monitor, and evaluate her learning endeavours. 
For example, when Hiromi's original conversation partner proved unsuccessful, 
she found herself another one. When she desired extra practice, she used her social 
and cognitive leaming strategies to mobilize her developing language interactively with 
native speakers in the larger social community of the society. Although not 
completely confident, her level of intrinsic and extrinsic motivation (Brown, 1994) was 
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suficiently hi& to enable her to reflect on incomprehensible feedback, and seek out 
clarification to resolve her difficulties (Holec, 1987). 
It is thought that this construction of information nom one's environment, 
which involves cognitive strategies (Corbeil, 1990), leads to the quality of leaming 
characteristic of successful language leamers. 
Within the interview structure itself, Hirorni used the social strategies of asking 
questions for clarification and venfication. That is, she would restate, or ask for 
m e r  information, to summarize or dari@ what she thought she had heard. This is 
reported to be a powemil cognitive learning strategy, particularly useful in 
naturalistic/authentic learning contexts (Bacon, 1992). Hiromi demonstrated her use of 
memory strategy involving auditory, visual, and kinesthetic memory. She specifically 
noted her use of physical responses or sensations (Oxford, 1990a) as a mode of 
contextualizing new language information in order to facilitate its association into her 
developing language knowledge structure. 
In conclusion, Hiromi reminded me of the folly of making generalized 
assurnptions about characte~stics/styles and strategies of individual language lemers 
relative to their cultural origin. In her study of style preferences, Joy Ried (1987) 
stated that the kinesthetic mode of language leaming was, of al1 Asian language 
leamers in her study, l e s t  preferred by Japanese leamers. Related to this, Hiromi as 
an individual Japanese language learner showed an unexpected preference for 
kinesthetic and auditory sensory input and the use of sensory and kinesthetic related 
LLS in developing SLA proficiency. Such hdings remind us that each learner has 
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hifier own preferred mode of SLA, which may or may not reflect larger cultural, 
academic, or psychosocial Iearner preferences for language Ieaming strategies. 
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Table 30 
Svnthesis of Findings: Hiromi 
Qualitative Evidence SlLL Evidence 
- S m  of Two Methods- Quantitative Findings 
Rank Order of Strategy Score Rank Order of Strategy Score 
1. Metacognitive 36 1. Mective 4.5 
2. Cognitive 32 2. Metacognitive 4.2 
3. Memory 11 3. Compensation 4. O 
4. Affective 8 4, Social 3.7 
5. Social 8 5. Cognitive 3.6 
6. Compensation 6 6. Memory 3 -4 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
High 
Usually used 3.5 to 3.4 
Medium Sometirnes used 2.5 to 3.4 
Generally not used 1.5 to 2.4 
Low 
Never or a h o s t  never used 1.0 to 1.4 
This figure is based on Oxford's (1990, p. 300) S E L  Profile of Results. Copyright 
exemption was obtaïned £kom Heinle and Heinle hblishers- 
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Learning Experience of Participant Vessie' 
Descri~tion of Jessie 
Jessie is a twenty-two year old woman from Taiwan. Before coming to 
Canada, she studied hotel management for ten months in Switzerland. She had studied 
English for seven years, beginning when she was a high school student in Taiwan. 
Speaking about her family and their vaiuation of English language learning 
Jessie said, "1 have one older brother and two younger sisters and everybody study 
Engfish because ... we have to shidy in high school ... everybody has to çnidy ... English 
is very important in Taiwan ... 1 think the most important language is Chinese 
. ..Engiish ... lapanese ... and . ..my farnily like ... travel." Speaking of her plans for the 
b u e  she said, "I'm not sure, maybe 1 will try office." (self-evaluaiion/metacognitive; 
arranging and practising leaming/metacopitive). 
When we çpoke of how long it would take to learn another language Jessie 
said, "A long time." She qualified this by saying, "If 1 try to speak with English 
speakers ... it's more you can prove [improve] it ... very quickly." (arranging and 
planning leaniing/metacognitive; sel f-evaluation/metacognitive) . 
Assessing the difference between naturdistic practice and planned practice 
Jessie said, "If I just watch TV ... maybe I can understand ...' what did they say?' and I 
can review ... 1 c m  review ... review ... review ... but if 1 speak with a English speaker 
... if 1 don? know ... we c m  just stop and ask hun or her." (arranging and planning 
learning/metacognitive; repeatingkognitive; sel f-monitoring/metaco gnitive) . 
When I asked Jessie how she could manage to figure out an unfamiliar word in 
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a book Jessie said, "1 will read the whole sentence ..,if I can't understand ... whoie 
sentence ... check dictionary ... ah maybe I just know ... 1 just [can't] understand this 
word ... then I c m  understand the whole sentence ... so this word is not important ... if I 
couldn't understand the whole sentence ... 1 check dictionaq ... if 1 see this word 
... maybe it's a key word." (organizing/metacognitive; using resources/cognitive; using 
clues/compensation). "...If I understand the whole sentence I cm guess ... ah this word 
1 don? know ... but 1 can guess it meaning." (taking risk wisely/&ective). 
Reflecting on leaming expenences she did not find helpful, Jessie said, "Some 
people, they h o w  you are international -dent, so speak very slowly ... I think ... it's 
not very good for me ... now ... my teacher speak too slow ... we taik with ber] always 
... but now ... didn't change." (self-monitoring/metacognitive; self- 
evaluation/meîacognitive; discussing feelings with someone else/affective). Jessie 
spoke openly and confidently about her LLS and her SLA learning endeavours. When 
she noted problems, she reflected on them and pragmatically tried to generate creative 
solutions. Much of her energy in SLA activities was oriented toward this proactive 
resolurion of challenges. Though cognizant of problem areas she was experiencing, 
Jessie gave no indication that she was irnmobilized or peripheralized within the locale 
of the classroom or the larger leaming community. ln fact, she impressed me as a 
language learner who was using her available resources wisely to support endeavoun, 
including LLS needed to assure success in achieving SLA proficiency. 
Second Language Acquisition 164 
Oualitative Findings 
interviews findings. 
kssie revealed an expanded and diversified strategic approach to her SLA 
experience in the hdings fkom her interview data. 
For her time was valuable, as evidenced by such quotes as: "Last time 1 went 
to museum ... level 200 ... can't understand very well ... 1 think nonsense ... waste of 
time; . . .speak with English speakers . . . improve very quickly." 
Cognitive LLS were evidenced thirty-six times in the interview data. Jessie 
used cognitive leamhg strategies to analyze expressions, encode information, and 
provide structure for her developing language knowledge. She used naturaiistic 
practice to continuously utilize her language knowledge, thereby availing oppomuiities 
for revision and refinement of her developing language skill and knowledge level. 
Cognitive leaming sûategies emerged mainly in the themes: "Extra Practice," 
"Difficulties and Confusion," "Understandinflearning New Words," "Learning 
Pronunciation," "Most Important Activity in Learning English," and "Relevant or Less 
Relevant Leaming Activities. " 
Language leaming activities reported in the interview data revealed twenty-five 
instances of metacognitive smtegy use. Metacognitive strategies were used pnmarily 
to arrange and plan her learning activities, consciously focus attention, and to monitor 
and evaluate her learning activities. Metacognitive strategies were noted in the themes: 
"Extra Practice," "Remembe~g a Successfu~nsuccessful Language Leaming 
Experience," "Understanding/Leaming New Words," "Understanding Grammar," 
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"Difficulties and Confusion," "Getting Main Idea and Details," etc. For Iessie it was 
aiso important to plan her energy efficiently. She wanted to secure a broad range of 
naturalistic language practice and expressed her fiutration when this was not 
forthcoming. She seemed amuied to the realization that her psycho-cognitive 
development in SLA was dependent on the nature and qudity of her social leming 
context (MacIntyre & Gardiner, 1994). She sought to optimize both her own use of 
language learning strategies and the situations in which she could use them. 
Social learnuig strategies were evident in eightek instances and were .iessie7s 
third most preferred LLS strategy category. Social strategies enabled Jessie, through 
various modes of cooperation with proficient English speakers, to better empathicaily 
understand both target language culture and to avail henelf of meaningfil practice 
oppomuiities. Social LLS were noted in the themes: "Understanding English 
Speakers and their Culture," " G e t ~ g  Extra Prartice," "Difficulties and Confusion," 
"Relevant or Less Relevant Learning Activities," etc. 
Memory strategies were noted eight times in the SSl data. These were 
primarily used to aid Jessie in visualization, association, elaboration, and grouping of 
language input and were evident in the theme: "Getting Main Idea and Details." 
Compensation leaming strategies were evident in five instances. Jessie used 
linguistic and contextual clues and asked proficient speakers for help in resoiution of 
language ambiguities which her developing language could not resolve. Use of 
compensation LLS were noted in the theme: "~ifficulties and Confusion." 
Jessie used affective strategies in eight instances in the interview data. 
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Affective strategies were used to support Jessie in her use of positive self-taik, and in 
taking calculated rïsks to discem ambiguous situations. These mategies were 
evidenced in the themes: "Understanduig/L.earning New Words," Most Important 
Activity in Learning English," "Getting Main Idea and Details," 
"Undemanding/Leaming New Words, " and "Extra Practice." 
Reflective note findings. 
Jessie made eight lengthy entries in her reflective note data. Her observations 
focused on various aspects of her leamkg activities and were insightful and 
transparent. That is, her Kting reveded both her self-assessrnent processes related to 
her language learning dilemmas, and enabled me as a researcher to access her world of 
LLS. 
There were fourteen instances of metacognitive strategy use noted in the RN 
data. They occurred chiefly in the themes: "Difficulties and Confusion," 
"Understanding Grarnmar," "Extra Practice," "Am I M a n g  Progress?," and "Relevant 
or Less Relevant Learning Activities. " 
In the RN data there were six cognitive LLS noted. They occurred in the 
themes: "Difficulties and Confusion," "Extra Practice," "Studying Grammar," and "Am 
1 Making Progress?." 
Four social LLS were noted in the RN data. They were present in the themes: 
"Am 1 Making Progress?" and "Relevant or Less Relevant Learning Activities." Two 
affective strategies were noted in the RN data in the themes: "Relevant or Less 
Relevant Leaming Activities" and "Am 1 Making Progress." No memory or 
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compensation LLS were noted. 
Thus, in her own voice, Jessie reveals her active involvement in analyzhg and 
understanding her leaming behaviours and resolving learning dilemmas. Further, she 
assessed the efficacy of her leaming efforts as they impact her particularized language 
learning challenges. 
Jessie showed her ability to manage her leaming at various stages. That is, in 
her RN writing she showed how she mobilized a range of retlections in ùying to 
assess and better understand her leaming processes. Jessie wrote of her personaiized 
objectives for her language Iearning activities. She then talked about how she 
monitored her success in meeting her objectives, and reflected on some of the factors 
which could influence her success or failure in language leaming endeavours. 
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Table 32 
'I'hcmes: Lceminy Most In~portani Aciiviiy Ueing Understood _Undershndin~l.eerning Uciting Main Idca My Mosi Dilliculi 
l'ronuncielion in I.eaniing thglish New Words and Dciails I.cmrning 'I'ask 
Mcmory "Ah ... firsi thcy gct 
niarried ..,second is 
iliey noi riianicd 
... niaybc divorce ... 1 
tliiiik cvcn 1 
undersiand ... ntriybc 
too inriny rhings 1 
can'l rcinrrnbcr." 
(SSI ) 
Cognitive "1 will wriie down . "Last scssion icachcr I will read the wliolc 
...p ronouncc ... maybe preparc .,.l ihink very scnicncc ... if I caii'i 
wrilc down niany good ... rcally C'irnadiaii undersiniid ... check 
limes ... und pronounce ... liow do you say dictionary ... nraybc this 
... Cor nic ... il 's the k s i  sentence ... maybt: say Is two words not oirc 
way." (SSI) too fasl ... I try to gucss word," (SSI) 
... oh 1 don7 know whai 
iliat mcans .,.iiiaybc IWO 
words ... nui jus1 onc 
word." (Cas1 speech) 
(SSI) 
Meiacogni~ive "If I jus1 co~icen~rrifc 
one yueslion ... lisicn 
... listcii I Cali &Cl il 
... if 1 rcad ilic wholc 
iliiirg ... iiiuyhc forgct 
sonicihinp i inpîant 
... su I usk one 
qucsliori ... concciilrmie 
10 lisicn .. . lisicn . . .eiid 
I ciin litid ii." (SSI) 
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'I'hcnics: Kenicnibcring n üctiing Ilclp Ani 1 Makiny Kclcvant or l.ess IJrcpiiring for a 
Successful/Unsucccss~uI I>royressq~ Itelcvani Lcaniing C'hallcnging 'I'msk 
I.nnguaye Leaniing Aclivillcs 
Experieiicc 
Slrnlcgics: 
Mciscogniiivc "ï'oday ... 1 had rcnl 
succcss ... new words 
from old ... in that 
cxcrcisc 1 alrcady know 
a word ... and pu1 Iheni 
iogether and gel a new 
word." (RN) 
"Now ... I çan say .:p leasc 
rcpeal' ..,bu1 h l  ... l ihi~ik l 
couldn'i because ... I tliiiik 
il's inipolito ... but nuw 1 
iliink if 1 can'i undersland 1 
have to ask iheni." (SSI) 
"Heccntly 1 uni Ihinking do 
1 improve in this section 
and 1 think 1 gel the answcr 
. .. ycsierday, whcn 1 was 
walçhing 'TV I feli my 
lisicning is yelting worsc 
... linglish is ~c l t i ng  worsc 
... 1 doti'l know why 
sumeiimes my lislcniiig is 
kood ... but sometinics is 
bud Cor aie. 1 tliink 
conccnlrale is the niosl 
hiportrini thiiiy and ii slso 
depend on conicnl is cssy 
or noi," (RN) 
"Ycslcrdsy I Iiad 
iitleiided an infoniiiil 
discussioti niceting. WC 
wcrc i s l k i r i ~  aboui 151. 
progrrini and I rcalize 1 
Iiavcn't done any sludy 
yet. 'I'his terni is likc u 
vacaiion bccause riiy 
~cachcrs ... ieuchcrs uru 
vcry guod pcoplo but 
ihrir teacliin& can'i 
mnkc nie intcrcsi io 
Hnglish. In  ilie niectiiiy 
1 suid. "I'circlicr i s  vcry 
important fur siudeiris' 
stirdy' and cvcrybody 
was aHrce wiih me. 
Siiiiicoiie sald die 
docsn'i carc how long 
is çlass ... i î  teaclicr's 
'(cachiny is inîcrcsling." 
(W 
Affective "1.asi session iençlicr nlways 
givcs us hoiiiework ... nsk 
tlircc Cniradbn llnglisli 
spcskcrs thcse qiicsiioiis 
.,.and lirsi iinic ..,I was 
vcry ncrvous ... 1 can'l cal1 
... hui ncxi h i e  ... iicxi iinic 
... very goud ... 1 jus1 yu Io 
Icum ... sby. 'Ci)uld yau 
hclp ~ i i c  wllli iiiy 
Iii~iiiçwork'~'" (SSI 1 
'Iï~enu!~: Rernenikring a tielling l lelp Am I Making Rclcvani or 1.ess t'reparing for a 
Successful/Unsuccessful Prugrcss? Relevant 1-caminy Challenging 'Task 
I.ariguagc 1-earning Aclivilies 
Expcriencc 
+ 
Social "...if I live by mysclf I 
ihink no1 good ..A have 
io cuok ... wasle o f  lime 
... living wiih 'l'aiwancsc 
... ncver speek English 
,..very bsd, If I live hi 
homeslay lhiil's good 
... 1 can talk with hosl 
faiiiily ... very gaud 
... always al supper lime 
... likc i a  ialk wii l i  hosi 
nioihcr ... if I Iiave 1i 
problcni ... 1 will iulk to 
tlicm." (SSI) 
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SILL findings. 
On the SILL inventory, using Oxford's (1990) mode of scoring, Jessie's highest 
score was in the category of cognitive strategies. Metacognitive strategies were 
reported at a level approaching a high level of use (usually used). Anective, 
compensation, and social strategy use were reported at the same level, in the 
uppermost range of medium use. Memory leaming strategies occurred at a lower level 
of medium strategy use. 
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Table 34 
SILL Inventorv Scores for Jessie 
SILL Evidence Score 
Rank ûrder Strategy Use 
1. Cognitive 3.8 
2. Metacognitive 3 -4 
3, Affective 3.3 
4. Compensation 3.3 
5. Memory 3 -3 
6. Affective 2.8 
S E L  Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 to 5.0 
Hi& 
UsuaIly used 3.5 to 4.4 
Medium Sometimes used 2.5 to 3.4 
Generally not used 1.5 to 2-4 
Low 
Never or almost never used 1 .O to 1.4 
This figure is based on Oxford's (1990, p. 300) S E L  Profile of Results. Copyright 
exemption was obtained fkom Heinle and Heinle Publishen. 
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Reflective Svnthesis 
Both the qualitative (RN and SSI) and quantitative (SEL) data suggest that 
Jessie used cognitive and metacognitive LLS extensively in her language leming 
activities. Memory strategies were used to strengthen kssie's existing knowledge 
fiameworks and to add to their complexity. She achowledged at one point, "Very 
easy for me to memorize ... but sometimes not use ... so forget." In this sense she 
seemed to acknowledge that although memory strategies served her well in temis of 
conserving her time and acquiring information, they were most usefui when combined 
with application and use. 
Although at one time thought to be mundane, it is now felt that memory and 
other "bedrock strategies" (Green & Oxford, 1995) rnay be used frequently or 
moderately fkequently by learners at al1 levels. However, it is important that they be 
used in combination with active naturaiistic practice, combining function and form in 
rneaninpful language. 
Jessie also used social, compensation, and affective strategies at a lower level. 
It is difficult to assess the full effect of learners' use of affective and social mategies 
and their interactive effect with/on the ability of the learner in supporting motivation, 
goal orientation, etc. (Machtyre, 1994). Learners are often, both culturally and 
acadernically, not encouraged to pay attention to their affective ianguage leaming 
strategies (Oxford, 1990) and affect, as a construct, is somewhat difficult to fully 
understand (Phillips, 1990). Some cultures may focus most attention and effort on 
cognitive and memory learning strategies (Reid, 1987) and do not prepare the learner's 
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awareness/consciousness for attendhg to affective and social Ieming strategies 
(Machtyre, 1 994). 
An interesthg and important aspect of Jessie's use of LLS was her ability to 
organize her learning activities and to personally associate her psychological leaming 
efforts with the social realities of a variety of leaming situations. She cvidenced a 
hi& level of self-investment (Norton-Pierce, 1995) in the many areas which she 
reported in her use of LLS. This high level of self-investment seemed to facilitate a 
hi& level of motivation. Jessie's motivation appeared to enable her to combine her 
use of LLS in such a way as to assess, monitor, and evaluate her active involvement in 
the learning process, and to focus her use of time, materials, and problem-solving 
activities to maximum advantage. That is, she used her LLS to develop the actual 
conceptual and behavioral skills necessary for successful language leaming. She also 
worked actively to generate personalized problem solutions and maintain ongoing 
practice and negotiation of meaning in the English language. 
A particularly important aspect of Jessie's ability was her use of LLS to assess 
her SLA progress. In order to do this, language leamers have to be psychologically 
ready to becorne their own expert in deciding what is evolving in their learning 
experience (Holec, 1987). Jessie provided evidence in her LLS use that she, as a 
leamer, was both willing and able to assess her personal learning efforts. She was 
aware of the significance to her, as a leamer, of teaching methodologies, authentic 
language input, and relevant learning material. In the SLA leaming world, teachers 
and external examination are often acknowledged as credible criteria for the 
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measurement of leamers' efforts. Thus, the ability of a leamer to take responsibility 
for persona1 leaming assessment, in combination with the ski11 and ability to mobilize 
such assesment, is a powerîul, emancipatory combination (Holec, 1987). 
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Table 35 
Synthesis of Findings: Jessie 
Qualitative Evidence SEL Evidence 
-Sum of Two Methods- Quantitative Findings 
Rank Order of Strategy Score Rank Order of Strategy Score 
1. Cognitive 42 1. Cognitive 
2. Metacognitive 39 2. Metacognitive 
3. Social 22 3. Af5ective 
4. Affective 10 4. Social 
5. Memory 8 5. Compensation 
6. Compensation 5 6. Memory 
SILL Profile of Results (Version 7.0) 
Key to Understanding Averages: 
Almost or always used 4.5 ro 5.0 
High 
Usually used 3.5 to 4.4 
Medi urn Sometimes used 2.5 to 3.4 
Generaily not used 1.5 to 2.4 
Low 
Never or almost never used 1.0 to 1.4 
This figure is based on Oxford's (1990, p. 300) SILL  Profile of Results. CopMght 
exemption was obtained fiom Heinle and Heinle Publishers. 
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Conclusion 
One may think of SLA as a generative process (i.e., "development as growth"; 
Ellis, 1989, p. 76). From this perspective, it is assumed that the learner has different 
linguistic, social, and communicative tasks at different levels of SLA proficiency. 
Early in the language learning/acquisition process, the leamer is faced with developing 
a basic understanding of the target language as a system, as well as accumulating 
linguistic structure and behaviours that facilitate early referential use of language. 
Memory, compensation, and cognitive (Direct Strategies) strategies assia the learner in 
these tasks. 
As language learners move toward language proficiency, ". . . [they] develop 
their own understandings or models of second or foreign language and its surrounding 
culture." (Oxford & Ny~kos, 1989, p. 291). The ability to use appropriate leaming 
strategies in a variety of situations enables the leamers to take responsibility for their 
Ieaming, thereby enhancing learner autonomy, independence, and self-direction. These 
factors are important because laquage leamers need to keep on leaming and seeking 
opportunities for leaming, even when they are no longer in the classroom (Oxford & 
Nyikos, 1989). 
Adult language leamers bring to the SLA process different attributes h m  
younger learners. Of these, one of the most important is the ability to think 
metacognitively (Ehrman & Oxford, 1995; Flavell, 1979). The ability to think 
metacognitively may include the ability to reflect on and regulate one's own learning 
and leaming needs (Oxford, 1985a). As such, the leamer develops conscious 
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awareness of his or her own leaming patterns and needs and outcomes. This ability 
empowers the adult to "...set long terrn goals and determine one's own optimal 
leaming environment." (Oxford, 1985b, p. 4). 
The participants in this study ofien priorized or actively organized those 
learning situations which availed a greater degree of control over personalized learning 
and an expanded level of authentic input, as well as a heightened level of reflective 
thought. 
Such behaviours seem to be important for the adult learner for a variety of 
reasons. Firstly, they recognize the learners' developed, mature world view and are 
empowering and motivating in a learning process in which adult learners may feel 
otherwise disempowered. Secondly, they provide opportunities for participation in 
communicative situations thought to be critical in the development of language 
proficiency (Lightbrown & Spada, 1995). Thirdly, they avail an oppominity for the 
adult learner to choose language leaming activities appropriate to hidher needs, 
interests, and language proficiency level. [Active engagement and initiation of activity 
in the language learning process, is listed as one of the strategy groups most 
characteristic of good language learners (Naiman, et al., 1978; Wenden, 1987b) and 
appears correlated with other measures of learning niccess (Oxford, 1 990b)l. 
Finally, adult language learners' use of LLS provides ongoing opporhinities for 
personal reflection and analysis in interaction with native speakers in a variety of 
naturalistic leaming situations. In tum, these opportunities may increase leamers' 
taolerance for arnbiguity and risk t a h g  (Ehrman & Oxford, 1995), facilitate persona1 
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understanding of motivation (MacLnwe, 1994) and anxiety (Horowitz & Young, 199 1) 
related to their leaming, and provide oppominities to challenge their "habits of 
expectation" (Roth, 1990, p. 1 19). 
In conclusion, hdings from this study which locate various and divenified 
preferred learning situational themes reflect findings &rn other studies which link 
~ccessful  Ianguage learning efforts in a variety of intentionally chosen, personalized 
ways not always associated with institutionalized learning (Le., Ehrman & Oxford, 
1995; Gardiner & Machtyre, 1993; Naiman, et al., 1978). 
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CHAPTER F M  
Conclusions and Recomrnendations 
Introduction 
One purpose of human language is to reduce ambiguity of meaning, facilitate 
communication, and to serve "...as a mechanism for the creation of social interaction 
among two or more speakers." (Richards, 1988, p. 84). The closing decades of this 
cenhiry have witnessed tremendous growth and change throughout the world. English 
has emerged as an international language of science, medicine, and education 
(lohnstone, 1992). in conjunction with these communication requirements, others 
related to globally disruptive political and ecological activity have resulted in an ever 
increasing number of immigrants, migrants, and other world travellers. This has 
necessitated extensive language reeducation worldwide through the process of Second 
Language Acquisition (S LA). 
Second Language Acquisition was once thought to be primarily a Iinguistic 
process. Over a penod of time, understandings of the actual processes and of the 
multiple and varied aspects affecting the process have resulted in a redefinirion of 
SLA. Thus, it is now considered a multifaceted, interactive process (Gass, 1988). 
Current research in the field of SLA suggests a role for other disciplines including 
psychology, sociology, neurocognitive science, anthropology, and adult education. As 
such, the preferred educationai approach in adult language learning (SLA) has reflected 
a major theoretical shift (McLaughlin, Rossman, & McLeoà, 1983; Swaffar, 1989) in 
which individual learner attributes, as well as learning theory and methodology, play 
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major roles. Theoretically and pedagogically this has necessitated the understanding 
and integration of ideas and fidings £?oui diverse, though interrelated domains of 
knowledge and research (Flynn, 1 990; Machtyre, 1995; Schumann, 1995). 
Educational research can be seen as careful, systematic attempts at developing a 
better understanding of the educational process with the aim of improving its 
effectiveness (Entwistle, 1984). To this end the role of the adult leamer in the SLA 
process has received increasing attention and interest in regard to self-determination, 
self-cornpetence, and metacognitive behaviours charactenstic of adult Iearnen (Brown, 
1990; McCoombs, 1990). 
Nevertheless, a major dilemma facing leamers and teachers in the field of S LA 
has been the Iack of consistency in levels of success experienced by various language 
learnen. In the p s t ,  research has often sought simple answers related to the complex 
question of how SLA occurs. Brown (1990) says that "...we have yeamed to see the 
complexity of acquiring a second language reduced to some sweeping generalizations 
that hold across multiple contexts, some simple formulas for teachers, or maybe even 
an ultimate method." (p. 383). This type of solution is not appropriate to the task at 
hand (Brown, 1990; Flavell, 1979), and ultimately does liîtle to delineate the 
cornplexities that an adequate theory of SLA needs to address (Long, 1990). 
In terms of the complexity involved in human l e M g  and in language 
learning in particular, it appears that SLA is a multifaceted, interactive process in 
which no one variable can be seen as entirely central. It seems to be LLS use is 
dependent upon a number of variables, some known and some unlcnown. SLA is a 
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highly personalized process and, unlike L 1 acquisition, probably occurs in a number of 
different ways depending on the leamer, nature of the learning experience, goals of 
learning, etc. These findings have been suggested in the literature (Cook, 1992; 
Kumaravadevah, 1994). This avails a greatly enhanced theoretical base from which to 
glean insights ùito dynamics which impact the SLA process. 
Concludino Observations 
1. Despite theoretical debate in the literature about language learning 
strategies, the participants in this study appeared to use 'strategies' as defined by 
Oxford and measured by SILL. For me, this use of strategies was real. That is, I 
began with the question of understanding what strategies the participants used and then 
identified naturalistic situations in which they describe& their LLS use. 
Although the use of three different methods of data collection may have 
obscured the research question, the use of Oxford's approach and tool provided some 
focus, security, continuity, and value in the data collection process and interpretation. 
That is, it was useful in explainhg what strategies were used by the participants, as 
weil as the ways in which they were used. 
2. A question remains about the utiliq of using a combination of two 
qualitative methods of data collection with Oxford's quantitative approach. That is, it 
was difficult and challenging to triangulate the resultant fmdings in an attempt to gain 
insights about specific language learning strategies. Did this attempt to triangulate 
help or hinder a clear understanding of strategy use? 
Summative tools like SILL, are designed to produce standardized information 
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about individuais as memben of large groups. Considering this usual use of such 
discrete item tools and the fact that my sample was small, SILL may not have been a 
suitable choice in understanding LLS. 
However, there bas been a cal1 for new and creative ways of combining 
qualitative and quantitative research rnethods to provide a multi-perspective approach 
in investigating complex social phenomena (Mathison, 1988). SLA and the use of 
learning strategies consitute nich phenomena (Flavell, 1979). As such. combined, 
interactive, and innovative use of methodology may be usehl in gaining a more 
complete understanding of the nature of nich phenomena in establishing structura1 
corroboration by gathering and cohesing differential perspectives or images on existing 
research questions. Tnangulation might then be viewed as availing different views on 
the nature of the research endeavour. 
It has been said that, 
What is important for researchers is not the choice a priori paradigms, 
or methodologies, but rather to be clear about what the purpose of the 
midy is and to match that purpose with the attributes most likely to 
accomplish it. Put another way, the methodological design should be 
detennined by the research question (Larsen-Freemon & Long, 199 1, 
p. 14). 
The purpose of this research was to contribute to an expanded understanding of 
the way in which successful female adult language leamers use LLS. Thus 1 ask 
would it have been more appropriate to see al1 three data collection processes as 
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having utility at different levels of insight Uito the nature of LLS use? 
I am left with the feeling that the special usefulness of S E L  in a research 
group of this size and nature may be to provide an empirical structure for 
understanding more global, perhaps qualitative findings. i also th in .  that SILL has 
excellent potential for raising 'consciousness7 about the nature of LLS use, thereby 
causing lemers to refiect on the nibject both generally and personaily. 
3. My participants were adult learners. They appeared to use stratepies in 
ways not always accommodated by the theory and research underlyuig SLA. 
For example, Yuriko, Sony, and Hiromi used affective strategies in ways which 
seemed to support and facilitate their leaming. Only recently has affect, both 
neurobiologically (Schumann, 1994) and socially (Macintyre, 1993, become a more 
prominent focus of research in SLA. Anect, as a construct, is still not well 
understood, and as such is often difficult to identiQ or describe. From the fmdings of 
this study, it seems that this is an important area for M e r  investigation. 
4. How do language learners perceive and conceptualize their language 
leaming tasks? In my hdings, there were some areas in which learners showed 
similar patterns in their reflections about the leaning and use of LLS. 
As adults, the participants brought with them values, beliefs, and attitudes 
toward SLA which often seemed to facilitate their use of LLS. These findings were 
evident in the interview and refiective note data as it was not possible for SILL to 
identify such specific, idiosyncratic behaviours. 
For example, Hiromi, Yuriko, and Tomomi expressed asçumptions that the 
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English language was cornpletely unlike their native Ianguage? Japanese. Tomomi 
said, "English and Japanese is completely different ... i f s  hard to Say many things 
... totally different ... character ... is different . ..English just Ietters ... noun and adjective 
in exchange ... language is completely different." 
However, rather than being disempowering or discouraging, these insights 
seemed to enable perceptions that leaming English might involve new and quite 
different approaches to the learning and use of language. In a sense. it may have 
reflected a level of readiness to l e m  in some of these wornen. One wonders how 
much of the use of innovative or novel methods of langage leaniing is shaped by 
learners' readiness to accept change and ambiguiry as an integrai part of the leaming 
expenence. 
Similady, when asked how long it might take to Ieam another language, Alex 
replieci, "Oh, I think it would take forever ... many years." in both of these areas the 
women were able to use their beliefs and knowledge about Ianguage Iearning to 
realistically define their task and better understand their learning challenges. Such 
findings suggest that realistic beliefs and values may aid the second Ianguage learner in 
tolerating ambiguity, maintainhg motivation, and rnobilizing task knowledge in the 
generation of appropriate and focused LLS use. Thus it may be important to help 
learners assess and examine their beliefs, values, and attitudes related to language 
leamhg in order to realize appropriate goals and LLS in their leaming experience. 
5. In attempting to understand the life situations in which the strategies were 
evident, it seemed that LLS are realized by the learner at both an intemal and external 
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level. For example, the theme "Am 1 Making Progress?" suggests an interna1 
introspective domain. However, "Being Understood" implies behaviours and 
interactions in contact with the concrete social world extemal to the leamer. 
6 .  This was a small m e y  of seven leamers, al1 women. How much of these 
two factors uifluenced the results? Although gender was not a primary focus, it is 
possible that some of the seventeen themes, which emerged, were influenced by 
gender. Language is contexnial, and context for women in modem sociev has been 
reportedly defined as unique. While being sensitive to gender effects in this study, the 
srnaIl number of subjects and the complexity of understanding LLS and their use was 
the fundamental research question. However, the findings of such researchers as 
Tannen (1990) and Toohey and Scholefield (1 994) would suggest that a gender focus 
might be an appropriate inclusion in m e r  research in the area of women7s LLS use. 
7. It is difficult to explain findings resulting from variant data collection 
methods which do not consistently support existing conceptual ideas about language 
leamers' use of LLS. That is, language leamers in this study used individually 
significant LLS to create innovative, unique, and sometimes partieula., solutions to 
language learning tasks. 
For example, in the thematic catepry "Getting Help," Yuriko used mainly 
social learning strategies, Jessie used a combination of metacognitive and cognitive 
leaniing strategies, and Hiromi used affective and memory leaming sh-ategies. Still 
others, such as Alex and Sony, used a combination of several leaming strategy 
categories to accomplish the task requirements. LLS use seemed to depend on the 
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situation in which the task occurred, learners' perception of the task, and her particular 
learning resources. 
Pervasively, the conceptual nature of the situation in which the task occurred 
seemed to be important in helping the learners define and mobilize appropriate LLS. 
It has been said that there are many ways to successfully leam a second language and 
that each language learner has a unique and individual language learning career 
(Brown, 1994). One wonders if some of the incongruencies that emerged in this study 
are as much a product of the individual learning processes as the divergent research 
methodo logies. 
8. It is not easy to accommodate such idiosyncratic use of LLS with the 
precision of existing theones or the instruments currently utilized in studying LLS. 
Perhaps the dilemma of better understanding the uniqueness and complexity of diverse 
processes characterizhg the language leaming process could be the bais for M e r  
researc h. 
Such research might focus on longitudinal studies in order ro ascertain if, and 
how, learnen change the use of LLS throughout their language learning careen. 
Cross-cultural studies would help us examine the effect of early experiential learning 
and socialization, as well as the role they play in the choice and use of LLS. 
9. From my perspective, the use of both qualitative and quantitative 
rnethodology has provided initially perplexing conclusions. However, as we corne to a 
more inclusive understanding of the nature of LLS and theu characteristics, it may be 
possible not only to describe LLS but to better appreciate how they are operative and 
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useful in the lives of second language leamers. 
10. Anita Wenden (n.d.b) has suggested diat we may need a new paradigm in 
researching LLS. She posits that, to date, the major focus in LLS has used a discrete 
approach to collecting and analyzing data. That is, the research objective has been to 
identiw and classi@ mategies and provide taxonomies. These strategy systems are 
then sometimes mobilized for fiuthm research and Learner strategy training that are, at 
times, quite separate fiom the task that originaily elicited them. 
Becaw the relationship between the sûategies used and the task knowiedge 
necessary in the acnial task performance are so critical to optimal LLS use, this may 
be a fruitful area in which to focus m e r  research (Le., What aspect of strategy use is 
shaped by task requirernents? Are leamers aware of this crucial connection between 
strategy and task?). 
1 1. The thematic categones which h m e d  these women's use of LLS were 
generated Eom their lived experiences related to their use of LLS. Expressed in their 
own voice, these experiential, behavioral aspects of their learning journey allowed me 
to examine anecdotal and subjective aspects of LLS relevant to them as adult leamers. 
It should also be remembered that the researcher brought to the study several levels of 
subjectivity and tacit knowledge regarding the use of LLS in SLA. As such, both 
areas of subjective knowledge (the leamers' and the researchers'), as well as the 
interactive subjectivity, undoubtedly influenced the hdings of this study. 
Although these findings may not be generalizeable in the traditional research 
sense, 1 am left with the perception that they could provide foci for further research. 
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That is, it seems important to attend to those LLS variables which Iearners priorize, 
operationalize, and discuss as having relevance to their language leaming experience. 
Recommendations 
Practice enhancement, 
1.  ESL teaching methodologies should address the SLA learning event in 
consideration of learners' needs including stage of learning in terms of psycholinguistic 
research, individual leamer factors, and available teachinflearning resources. Learners 
need help in using the variety of strategies which they naturally possess and in 
becoming conscious of the many others available. This may be accomplished through 
consciousness raising using strategy use inventories such as SILL (Brown, 1994), 
dialogue journais (Bacon, 1995), multi-ski11 portfolios (MacNamara & Deane, 1995)- 
and other self-assessrnent techniques. 
2. SLA teachedguides need to examine their assumptions about the nature of 
adults' SLA processes and learners' individualized strengths and needs. Criticd 
reflection rather than consistent use of specific guidelines and methodological 
techniques will aid educators in participating in more flexible, informed, and learner 
centred SLA leaming experiences. 
3. SLA contexts which facilitate metacognitive LLS should be available and 
planned. Specificaily, learners should have opportunities to think reflectively by 
journallùig, goal setting activities, self-evaluation, and feedback exercises. Learning 
contexts which facilitate leaming in the area of social and affective strategy use should 
be included in an effort to support metacognitive behaviour. Successhl learnen could 
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be encouraged to model their behaviour, particularly in formalized learning activities. 
4. Intermediate adult fernale SLA learners who seek out authentic leamhg 
situations and otherwise evidence self-directed leming efforts should be recopized 
and valued. Their mode of negotiating meaning and processing the target language 
through the use of LLS could thus be acknowledged as critical to an optimum SLA 
experience, and thus might serve as a model for other leamers. 
5. Teacher/facilitators have opportmities to create and shape learning activities 
which support inclusive, relevant, communicative language leaming. One way of 
establishing credibility of such efforts is to involve learners in the planning, 
organization, and evaluation of their learning activities, including LLS assessrnent and 
development. 
Theorv enhancement. 
L. SLA theory could be enhanced by a more specific recognition of adult SLA 
learners as adult beings. Though not ofien mentioned in literature, theoretical 
perspectives on adults' modes of approaching and sutaining their SLA efforts could 
be enhanced by the inclusion of androgogical theory. Adult language leamers b ~ g  to 
the SLA process well-developed persona1 attributes, beliefs, and values. Educators' 
appreciation and knowledge of these could serve to enhance the language learning 
process. 
2. ESL teachdguides need to develop and refine a generative, inclusive 
attitude toward SLA research. Use of different data colIection methods could be used 
to address variant Iearning contexts and purposes for research, as well as the 
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multifaceted nature of both the SLA leaming process and SLA learners. 
3. SLA leamen who seek out authentic leaming situations and othenvise 
engage in self-directed learning should be recognized and valued so that their mode of 
nego t i a~g  meaning and processing language is acknowledged as critical to optimal 
language leaming. Such modes of language leamine behaviours are usehl in 
incrementally developing theoretical understandimg of LLS in SLA. 
Further research. 
1.  There are many relationships associated with social and affective behaviours 
of learners and the way they impact cognitive and metacognitive behaviour. Further 
research could focus on the contexts that learnen choose for their leaming and what 
these mean to hem personally and socially. That is, how do leamers view their 
meaning as members of a new social world? How does this affect motivation and 
subsequently the ability to enter into cognitive and metacognitive endeavoun? 
2. niere are many ways in which learnen become actualized in their personal 
life and in their educational Iife. It would be heipfûl to know From learners' 
perspectives the kinds of ieaming variables which serve to facilitate the self- 
acnialization process. It would be usehl to examine these findings cross-culturally and 
longitudinally to bener undentand the process of becoming and being an adult SLA 
leamer, 
3. Further research could include a combination of qualitative and quantitative 
rnethodology in order to facilitate a more refuied and inclusive understanding of the 
learners' use of LLS in SLA. 
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4. Methodologies for enhancing learner self-assessrnent and collaborative 
learnerkeacher assessrnent should be investigated. The potential use of dialogue 
joumals, portfolios, and self-evaluation inventories may serve to foster Iearner 
autonomy and facilitate cooperative leaming contexts. The change in philosophical 
perspectives that accompany such activities may serve as an impetus to optimizing 
attitudes and energïes in language learning and teaching. 
The above conclusions and recornmendations suggest varied and interesting 
trends in the use of language leaming strategies by a group of successfül adult female 
language learners and some implications for further research. They also serve to 
conclude the documentation associated with this research study. 
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Appendk C: Frame for Reflective Notes 
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November, 1994 
Refiective Notes 
Research Pro-iect: Strategies of Successful Female Lanmiaee Leamers 
Each day when you are doing you leamuig log would you please write a short 
description of a situation or experience: 
L) That you found usehl or helpful in your English language learning (i.e., it 
can be something from classroom activities, from a field trip, from a social activity, 
fi0111 a "homestay" conversation). Can you think why it was especially good? 
2) That you found did not work well, that you did not find helpful. (Again, it 
can be fiom any area of your Me and learning, try to think why it was not helpful.) 
For example: 
November 15, 1994 1) Today I had a real success. ... 
2) Today 1 felt confused ..... 
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Appendix D: Outline of Strategy System 
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Language Leaming S trategies 
Diamam of the Strate-w S~stem: Overview 
I. Memory S trategies 
Direct S trategies II. Cognitive Strategies 
HI. Compensation Strategies 
Learning Strategies 
I. Metacognitive Strategies 
Indirect Strategies II. Affective Strategies 
In. Social Strategies 
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This qualitative study explored the refleaions of selected lawyers on their law school 
expenence. The study considered a broad overview of participant experiences fkom the 
initial decision to enter law school through to a consideration of ongoing and fiiture legai 
education issues. The purpose was to identify elements of a 'quality' legal education 
expenence. The study evolved fkom the perceived need in higher and addt education 
literature to better under stand the student experience. 
The study drew upon the insights of graduates nom four Western Canadian Law schools 
whose comments were grounded in both their educational as weU as professional work 
expenences. The leamer's post-graduation perspective provided guidance in the 
exploration of quidity by identifjing elements of a quality pre-professional university 
program. Both legal education and adult and higher education fiterature were reviewed in 
conjunction with participant's statements about their persona1 experiences of law school. 
The shidy specifïcaiiy contributes to the research fiterahire in legal and higher education as 
both have generally disregarded the learner's perceptions of the educational expenence. 
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RESEXRCH PROBLEM, DESIGN AND METHODOLOGY 
INTRODUCTION 
Legal education in Canada is in an era of dynamic change, yet it has not developed a clear 
concept of quality which could provide direction to the field. Sipikant changes in recent 
years include the inmeashg distance between practicing Iawyers and the law fadty.  The 
fact that legal education at the University level is now perceiveci as a distinct enterprise, 
quite separate and apart from the other educational activities of the legal profession, was 
noted as being a significant development at the 1985 National Conference on Legal 
Education in Wuinipeg. Arthur (Matas & McCawley (ed.): 1985) said that this separation 
"... made possible conscious thought about what is being taught (at law school) and how it 
should be taught." (p. 162) However, there has been little evidence to support that 
academic scholarship in respect to legal education at law school ha$ in fact, increased 
since the separation which would just* this statement. 
In studying 'what is being taught and how it should be taught', it is important to consider 
the experiences of law graduates, as they are in the best position to reflect upon their legal 
education experience and consider its quality. This is particularly important as graduates 
can draw upon both their educational and professional experiences to guide their 
assessrnent of legal education. Therefore this research study explored the educational 
experience of law school through the perceptions of a number of selected former 
graduates who have since achieved the designaiion of becoming a lawyer whether or not 
they currently practice law. 
During law school, the quality of the teaching and educational value of specific courses are 
routinely assessed on a course by course basis, by students, at the end of each term. Yet 
the researcher was unable to locate any research study which asked graduates to consider, 
or assess, the quality of their over-d legal education experience once they had 
cornmencecl workhg in the legd profession Research and evaluation of higher education 
itselfis generally considered in need of M e r  study. This research study is particularly 
critical as it examines an area - the education of law students - which has received ahost 
no attention in terms of formal research. In the consideration of the law graduates' 
perspectives on what constitutes a 'quality' legal education it was recognized that quality 
was a somewhat elusive concept. Mahew et. al. (1990) stated that, 
A major item for clarification before quality can be addressed is 
nomenclature. Every educational institution insists that its primary 
wrmnitment is to "quality" or "excellence," terms that are used 
interchangeably ... &et) while quaiity as a concept shares certain abstract 
domensions whenever it is disaissed, it lends itself to so many Merent 
perspectives that meaainBful dialogue is impossible unless the participants 
agree on a cornmon approach. (p.23-25). 
In this study, despite considerable deviaîion there were many areas of general consensus 
unwvered regarding the characteristics of a quality legai education. The definition of 
'quality' was prernised in part upon the concept that "Quality is fitness for use," 
(Juran: 1974:p.U) Consideration was therefore given to how well law school facilitates the 
transition of the Iearner to the profession of law or facilitates an acceptable alternate 
career path in tems of the acquisition of the necessary skills, knowledge and values. After 
a review of the various defbitions of 'quality' from the literatute, the following definition 
was found by Mayhew et. al (1990) to be both appropriate and workable in the context of 
higher education: 
Quality undergraduate education coruists of preparhg leamers through the 
use of words numbers, and abstraa concepts to understand, cope with, 
and positively influence the environment in which they fuid themselves. 
W 9 )  
This definition was found to be usefiil in guicihg the research inquiry. While it was 
recognized that quaüty takes on slightly disparate meanings in difkent settings, several 
concepts nom Total Quality Management (TQM) fiterature were found to be usefûi in 
fiaming the shidy of pre-professionai legd education at law school. 
One of the key concepts of TQM is definhg quality in tenns of the needs of the people 
and groups that are served by an organization. Law fadties need to be concemed with at 
least three interest groups or "dents," who are vitaIiy concemed with the quaüty of legal 
education in Canada: 
1) the public; 
2) the respective Law Societies; and 
3) the students. 
AU of these groups have their own unique perspective and each has a legitimate interest in 
ensuring that students receive the best education possible in Iaw. The public is entitied to 
require that law students are welI trained and able to offer professional Iegal services upon 
admission to the Bar. Lawyers are a self-governing profession monitored by their 
respective Law Societies which also have a vested interest in ensuring quality legal 
education as a pre-requisite to comrnencing a term of articles and ultimately attaining 
membership at the Bar. This study focuseci oniy on the third group of 'clients', the 
students, specificaiiy former students who are in a unique position, as members of ali three 
interest or client groups, to ascertain whether they were weîi-served by the legal education 
they received at university. 
Selected former students were asked to reflect upon their overall legal education at 
university and provide detaiied information on leaming experiences, which proved 
valuable in their later professional We. Participants were aiso asked to comment upon the 
potential for improvement of legal education programs at University and to substantiate 
their recommendatiois with examples drawn nom persona1 experiences both educational 
and professional. In cornpihg and analyzhg the reflections of graduates, the study should 
contnbute to an increased understanhg of legai education as well as provide initial 
ground-work in the critical k t  step of 'contimious improvement' in higher education. 
The research should also provide some specifÏc information on the over-aii quality of legal 
education in Western Canada although as Chafee (1992) cautioned, those who are 
u n f d a r  with Total Quality Management (TQM) p~cipies and their application to post- 
secondary education, often express fnistration about what they perceive to be the 
vagueness and incompleteness inherent in this approach. It is dificuit, for example to 
provide a single precise defition of quality, the purpose of TQM principles are not 
n e c e s d y  to provide the 'answers.' Rather TQM offers assistance in poskig key questions 
and providing an array of potentid methods through which the f ad ty  itselfcan address 
the issues through their own expertise and insights. The insitutes of higher leamhg are 
ultimately responsible for creating the conditions for, and providing the foundation oc a 
'continuously improving' organizaton. 
The idonnation and opinions elicited f?om participants were s<amuied in the context of 
the two wmpeting aims of law school: 
1) providing students with an academic background of legal theory; and 
2) ensuring adequate training for the practice of law. 
Detemiinùig the aims and objectives of legal education was critical to the analysis of what 
consthtes a 'quality' legal education in Canada. The teaching and leamhg dynamic in law 
school and the need for hnprovement had to be considered against the back-drop of 
whether law school should have an exclusively academic focus or whether there rnust be a 
practical skills component. 
Accordhg to Green (1994) "It is a rniism to say that ... quaiity is the touchstone of the 
1990's". In examinllig how quaiity might be defineci and assesseci in the context of law 
school, the study drew upon legd education literature, research in the field of adult and 
higher education and the theory and praaice of quality management. Two key concepts 
were the 'mmmitment of wntinuous quaIity improvement' and the 'customer' or 'client' as 
the centre or standard in detennining progress towards quality. 
PROBLEM STATEMENT 
What do lawyers as former students think, when reflecting upon their own experiences in 
law school, about the quality of their Iegai education at a university in Western Canada. 
Sub-pro blems: 
1) What specific elernents are identifieci as being part of a bigh 'quaiity' law school 
program? 
2) What signifiant formal educational expenences do participants idente as  being 
associated with the 'quaiity' of their leaming in law school and is this related to teaching 
mat egies? 
3) What are the signincant "informai" educational experiences at law school which 
impacted upon the quaüty of the law school experience? 
4) What do participants idente as challenges in legal education now, based upon 
their past experiences, both educationd and professional? 
SIGNIFICANCE OF THE RESEARCH 
This study explored die over-ali 'quality' oflegal education at law school through 
analyiiing the reflections of research participants about their legal education experiences at 
the university level. Legal educatioq and the preparation of individuais for a career in law, 
bas changed dramaticdy in the past few decades. in fa& McLaren (1985) who reviewed 
the hiaory of legal education in cornmon law jurisdictions in Canada, stated that it was not 
until 1950 to 1960 that legal education across Canada consistai of the present 
reqykement for a minimum tm year pre-law university education, followed by a three 
year law program at a recognized university rdting in a degree and m e r  
apprenticeship in sorne type of articiing andlor bar admission program. The inclusion of 
legal education in a fadty  at a degree-granting university and the reqyirement that 
students follow through with the specific steps outlined by McLaren are both relatively 
recent. This rnay in part account for the lack offormal research of legai education 
generaiiy and specifidy the quality of education received by law students in their 
required three year attendance at a law Etculty in Canada- 
A thorough nirvey of the iiterature reveaied veq Iittie research in the area of legal 
education and even less which was specific to Canada. In addition, there were no studies 
found which considerd the perceptions of graduates as to the quality ofthnr legal 
education expenence and the effectveaess of law school in preparing them for fuhire 
careers, 
This confimis the hding of Elkins (1985) that the study of legal education and the 
üterature that has been written, fais in one significant respect, 
. . . it ignores students, their experiences, hopes, dreams, fears and failures, 
their experience of profound personal change. We need to take seriously 
everyday routines which structure reality and define a student's Me world. 
(P- 5 5 )  
This study rnay help to address the lack of attention devoted to the student perspective by 
explorhg the 'quality' of the over-all learning experience at law school through the 
tecollections of former students- 
In this way, the student's learning experience in tems of their own needs, both emotional 
and inteilectual, their preferences regardhg the teaching and leamhg dynaniics and their 
own personal experiences in t e m  of both formai and idormal leaming opportunities at 
law school have b e n  identified. Participants provided a unique perspective as that they 
drew upon both their expenence as former students and also as professionds in their 
refl ections upon the law school expenence. 
There was a need for education theory to inform attempts at improviog the learning 
environment in law school. This included clarification of the aims and objectives of a 
quality legal education and recognition of effective teaching and leamllig strategies. This, 
in tum, required an over-all understanding of the education expenence fbm the 
perspective of the law student, considering both the formai and informal learning 
opportunities which make up the totality of the law school expenence. Findy, a plan for 
the ongoing (continual) improvement of kgal education was conçidered as this constitutes 
a necessary element of Total Quality phciples. 
The more that is understood about how students learn and how they perceive a learning 
situation and over-ali educationd environment, the easier it will be to improve the 'quality' 
of education. This shouid assist in meeting the expectations of not only the leamer but 
other interested 'clients' nich as memben of the legal community and society. The study 
aimed to increase what is known about leamers in higher education generaüy, in addition 
to addressing the specifics of legal education. The snidy was important for the questions it 
raised and the need for fi>rther research of both a practid and theoretical nature it 
uncovered. This research may contribute to the M e r  study of 'quality' education and the 
h r e  exploration of the perceptions of students in their interaction with the legd 
education environment at Iaw schools in Canada- 
Limitations of the Shidy 
In any guaiitative study there are definite limitations in t e m  of sampling, replication and 
generallability. In this study the researcher worked alone and consequently it was only 
possible to canvass a Iimited number ofparticipants. A M e r  limitation was that the 
researcher was solely responsible for collehg and analyzing the data. This was partidy 
addressed by working with a peer who was available to discuss the data analysis process 
and by keeping a research journal and noting personai reflections. 
In addition, other researchers may have identined or selected daferent themes and 
commonalities nom the data. Due to the amount of data in the fom of traoscripts, it was 
possible that some distinctions rnay have been superficidy covered. For example, the 
themes compiled did not focus upon individual variables such as gender, ethnic 
background, socio-economic status, pre-law academic or work background and marital 
status. Specific characteristics of the individual were not matched to the comments made 
by that participant. In addition, other extraneous or unrelated incidences or personality 
characteristics rnay have affêcted the participant's responses in ways that cannot be entirely 
accounted for. These factors may have impacted unfavourably upon a participant's 
accurate or impartial recoliection of the Iaw schoo1 education experience. 
Delimitations of the Study 
This research was delimited to the study of legal education at law faculties in Western 
Canada The participants were selected from former students who graduateci with a law 
degree from a Western Canadian Univenit- within a specific t h e  p e r d  (1985-1995). 
The study focused oniy upon the perceptions of former students and the data were 
compiled through requesting information Eorn selected members of this group. 
Participants se1ected me not necessarily reflective of  law students generaiiy in Canada, nor 
even of Western Canada. 
DEFINITION OF TERMS 
As part of the fhnework of the study the definition of quality was not determineci by the 
researcher in advance. During the conduct of the data gaîhering, participants were fiee to 
define a 'qualit# legal education as it related to their personai experience of law school. 
The purpose of the research was exploratory, to discover the definition of quality Eorn the 
perspective of law school graduates. At the conclusion of the research, quaiity, in the 
context of legal education couid be considered as  the preparation of the leamers in 
acquiring the necessary knowledge, skills, and values to understand, cope with, and 
positively influence the enviromnent in which they find themseives following graduation 
For the purposes of this study the foliowing definitions were us&: 
Formal Experiences: AU actMties r@ed by registration in a course offered by 
the law fadty.  This inchdeci class-room instruction and discussion as weli as ail acbvities 
required to successfully complete the course such as research papers assignments, 
required moot court experiences and final ewms. 
Informal Experiences: AU adVities which students engaged in that are associated 
with the Iaw fadty  but students are not required to be participants in order to complete 
their studies. Examples inchde: participati~n in voluntary moot court competitions; 
volunteering at a Student Legal Aïd (SLA); forming fiiendships; and other involvement in 
extra-cumcular social aaivities whether strictly for fun or for more senous academic 
purposes (i-e. engaging in a study group). 
Faculty: AU instnictors who taught courses offered by the law faculty during a 
university session. This included both full-time academic staff and part-time 
sessionalladjuoct instructon. 
Former Students: Graduates of a law faaity in Western Canada during the 
period 1985- 1995 and participants in this research shidy. 
Four of the underiying assumptions of this study were: 
That former -dents c o d t e d  possessed the ability to recall the necessary 
information to assess their law school experiences, make determinations in respect 
to the 'quality' of learning experiences and respond to the specific questions in the 
interview process. (ie., that they were able to remember and accurately describe 
their leaming experiences, providing distinct examples from their years at law 
school, 
That the specific legal education terminology used by participants would have 
similar meaning wheo cornparing comments of the participants. (ie. clinical 
education; moot court experience; substantive law courses) 
That former students would be able to recall with some accuracy, leaming 
experiences that twk place from 1 to 10 years in the past. 
That legai education programs in Western Canadian law fadties are similar 
enough in natrire to warrant cornparison of the comments of participants regarding 
their legai education experiences. 
RESEARCH DESIGN AND METHODOLOGY 
Introduction 
What do lawyen as former students think, when reflecting upon their own 
esperïences in Iaw school, about the quaiity of their legai education at a university in 
Western Canada. 
The purpose of this research was to better understand the legal education experience at 
law school. The research explored the experience of law students through the eyes of 
lawyers who were asked to reflect upon and assess the over-all qualiîy of their law school 
education. This included consideration of the purpose of law school; the teaching & 
leamhg dynarnics; formai and idormal leaming experiences in law school; and ongoing 
issues in legai education. 
As the research foaised on the reflections of former law students and the subjective 
appraisal of th& legal education experience, a qualitative research paradigm, infonned by 
a phenomenological perspective, was selected as the most appropriate approach. Maykut 
aad Morehouse (1994) contend that adherence to traditional methods of inquiry have 
limiteci educatiod research in the past par&icularly in respect to the subjective expenences 
of studeots. "Many scholars have calied for the use of qualitative research to help us 
increase our understanding of human expenence . . . ". (p. 1 50) As the research study also 
concentrated on the personal interpretation ofevents that occurred in law school, it was 
important to take a phenomenological approach which "... is a focus on understanding the 
meaning events have for persons being studied." (Maykut & Morehouse: lgWp.3). The 
qualitative research approach included data collection through intensive interviews with 
former law students with rdting data being systematically transcribed and malyzed. The 
theory buildiig which resulted was based on the intriasic relationship between the data and 
the achiai expenences of students. 
As highlighted by Kirby and McKenna, (1989) 
The selection of the method is a critical aspect of researching and is unially 
based on what khd of information is sought, nom whom and under what 
cir~umsfances. It is important to rmgnize that methods appropriate for 
gaîherhg abstract, theoretical information will not be equally appropriate 
for gathering subjective expenence. (p.63) 
For this reason a more traditional quantitative approach to research was not wnsidered as 
the best method or paradigm. 
Oualitative Researc h 
The foliowing characteristics of qualitative research as outlined by Bogdan and Biklen 
(1992) provided the basic fiamework for this study: 
1) the research is descriptive in that it is rich in detail and description; 
2) it is concemed with process rather than simply outcornes and products; 
3) data are analyzed inductively; and 
4) the participants1 perspective, that is, how they make sense and meaning in their 
Iives is an essential concern. 
1) Research Approach 
In order to understand the experience of others, one must be attuned to their view and 
perception of their expenence and must listen to them as they tell their stories. Thus it was 
important to heu directly from law graduates in order to discover the subjective 
experiences. According to Borg & Gail(1989) "... much can be learned fiom human 
subjects simply by asking for their perceptions" (p. 386). 
The research question was addressed through an exploratory study, using focus group and 
one-to-one UiteMews as a method to gather information fiom law school graduates. As 
part of the research design, participant involvement was initiaily generated through an 
informal discussion group to i d e n w  issues. This initial "focus' group was essentially a 
spontaneous gathering of lawyers without regard for background or  group characteristics. 
The individuais met in a maal setting with limiteci advance notice that they should corne 
prepared to discuss their law school experiences. The group met i n f o d y  for over an 
hour disaissing thek perceptions of law school. Limited guidance was provided by the 
researcher and participants set the ambit oftheir exchange. The dialogue helped the 
researcher to establish the fiamework of the study. Subsequent to this meeting, and based 
upon the notes taken of the discussion, the researcher was able to generate the questions 
which guided the subsequent focus group. The Focus Group Guide for Participants which 
was developed is contained in Appendix F. 
For simplicity ofterminology the initial discussion group, whether technically withui the 
strict definition of a focus group, has been termed Focus Group #1. Questions were 
developed and tested in a second focus group and a verbatim transcnpt was made ftom a 
tape recordiag of this session. The group of law graduates who were convened by the 
researcher to purposely disaiss theV law school expenences will be referred to as Focus 
Group #2 throughout the thesis. The InteMew Guide which was developed following 
Focus Group #2 is contained in AppendOr G. This Interview Guide was used for dl of the 
one-to-one interviews. 
Finally twenty (20) one-to-one i n t e ~ e w s  were conducteci to provide further data which 
was gathered by taping and transcribing the respooses which participants gave to the 
questions developed and tested in the two pnor 'focus' group sessions. 
Focus Group #1- foilowed the definition ofBeck, Trombetta, and Share (1986) who 
described the focus group as  "an informal discussion among selected individuals about 
specific topics relevant to the situation at hand" (p.73). 
One of the charaderistics that distinguishes focus groups £tom other qualitative i n t e ~ e w  
procedures is the group discussion. The major assumption of fms  groups is that with a 
permissive atmosphere that fosters a range of opinion, a more complete and revealing 
understanding of the issues will be obtained. The goal of focus group interviews is to 
mate  a candid, normal conversation that addresses, in depth, the selected topic. (Vaughn 
et al: 1996:p.4) 
The following is a iïst that Vaughn (1996) developed indicating common uses of focus 
groups. The tirst three examples are a m t e  descriptions of Focus Group #1 (*) and the 
last four are indicative of the purposes of Focus Group #2 (**) in this study. 
1) Develop a general understanding of a target groups' perceptions of a specified 
topic. 
2) Iden* the language and key concepts that target groups use to discuss a 
specific topic or issue. 
3) Generate research hypotheses that can be fiirther developed and tested using 
other research approaches. 
4) Field test a research procedure, measure, or reaction to a set of research 
procedures that the researcher intends to implement. 
5) Solicit ideas that relate to the topic of interest to determine whether the 
identifid research questions are cornplete and represent those that are viewed as 
important by key stakeholders ... 
6) Key ideas that relate to the topic are identifieci. The importance or significance 
of these key ideas can be describeci. 
7) How strongly the participants f-1 about these key ideas can be identifiecl ..." 
(Vaughn et al: 1996 at 40) 
The one-toone interviews helped the researcher collect more individualid accounts of 
law school without the idluence of other participants. Interviews are a special form of 
interaction between people, the purpose of which is to elicit information by asking 
questions. (Kirby and McKenaa: 1989 at p. 66). The "Interview Guide", which was used 
in ail one-to-one inte~ews, was a senes of questions developed on the basis of issues 
identified Li Focus Group #1. The questions were then teste8 in Focus Group #2 and 
found to generate information whidi diredy addresseci the research question. A copy of 
the "Interview Guide" is located in Appendix "W. 
2) Data Collection 
In the study the data gathering process was only partidy structured so that the 
participants were able to freely discuss their experiences. Ail data was gathered through 
either group or one-tosne interviews with forma law students. M e r  the initial Focus 
Group #1 was conducted, where the oniy criteria for participation was attendance at law 
school in Canada, all subsequent participants that were seiected had at least one year of 
work experience foilowing graduation and no participant had been out of law school for 
more than 10 years. 
AU participants in Focus Group #2 and the one-twne i n t e ~ e w s  were former students 
who graduated with a law degree fiom a Western Canadian University between the years 
1 985- 1995. The study considered oniy Western Canadian Universities as former students 
were accessible and the researcher was farniliar with members of the bar in tbree of the 
four Western provinces. Participants selected were avaiiable for in-person i n t e ~ e w s  in 
two cities in Western Canada, which would not have been as eady accomplished had a 
broader seleaion of law schools in Canada been selected for inclusion in the study. 
The Researcher 
The researcher is a Masters student in Education at the University of Alberta and a lawyer 
in Alberta (non-active) and British Columbia (practiciag). In addition. the researcher has 
taught as a sessionai instructor at two universities in Western Canada. 
Participant Seledon 
The data were gatherxî through qualitative methods - two f o a s  groups and twenty (20) 
one-toone interviews. In order to answer the research question it was important to "select 
information rich cases" (Patton: 199O:p. 169). Purposive rather than random sarnphg was 
therefore selected as appropriate. "By purposely seleaiog a wide range of subjects .. . the 
qualitative researcher will be more iikely to unCover the fidi anay of "multiple realities" 
relevant to the inquiry. @erg & Gak1989 at p.386). 
Focus Group #1 was primarily an ad hoc discussion group where the only criteria to 
'qualifÿ LidMduals to participate was that d individuals had graduated ftom a law school 
in Canada Most of the participants were aquainted with each other although the 
researcher had only met three of the eleven individuds pnor to the session. 
Contacts made with participants in Foais Group #2 and the one-to-one interviews were 
made initidy through a "snowbahg" technique. "This is a technique used to i d e n e  
individuals who might be interesteci in participating in your research. Each person you 
survey or interview, for example, might be asked to i d e n e  awther person who could be 
contacted." (Kirby and McKenna: 1989 at p. 99). Participants selected for Focus Group #2 
and the one-twne inte~ews were also chosen through pucposive samplùig. Whiie a 
'snow-ballùig' technique was used to gather potential contacts, individuals were ultimately 
selected in order to provide at Ieast a representative aumber of female and male 
participants. Additional criteria used by the researcher in selecting participants are 
identifieci below: 
Criteria for Focus Group #1: Focus Group #1 was set up with minimal involvement on 
the part of the researcher. The only requirement was that ail members of the focus group 
had attended law school in Canada There were eleven participants in Focus Group #1. 
The participants ranged in legal experience f?om one articbg student through to a person 
who graduated in the mid-1970's. Participants had worked in a variety of areas of law and 
for a broad range oflaw firms. A couple of participants had already left law and were 
practichg alternate careers. This included one participant who had chosen not to article 
following law school. 
Nue of the eieven participants had been "called to the Bar" and were able to practice law 
in some province in Canada A couple of participants were qualined to practice in more 
than one province. The participants were ali currently working in a Western Canadian 
province, however, they had graduated h m  law schools across Canada The discussion 
*ch was generated in this session was completely unstructured and spontaneous. The 
researcher played a minimal role in facilitating the discussion. Focus Group #1 was not 
taped - notes were kept by the researcher of key issues raiseci by the group. 
Criteria for Focus Group #2: A screening procedure was developed to aid in the 
selection of the specinc participants for the structurai focus group in te~ew.  There were 
ten individuals scheduled to attend which included an even balance of female to male 
although one individual (male) was unable to attend and notifieci the researcher on the day 
of the Focus Group. The remaining nine participants were representative of a range of 
ages @th now and at the time of entering Iaw schooi) and possessed a broad spectnim of 
career experiences following graduation This included work experience as goverment 
lawyers, non-practicing and practicing lawyers and two individuais who had lefi the 
practice of law. Those participants in the group who were still practicing law uicluded 
representation fiom sole practitionen and individuals who worked either as partners or 
associates in srnail, medium and large-sîze fimis. AU participants were graduates of the 
same law faculty within a two year time period. 
Criteria for OotTo-One Interviews: Twenty, semi-structureci intemiews were 
conducteci using similar criteria to select participants. There were ody two dflerences in 
aitena between Focus Group #2 and the One-to-One interviews: 
1) Participants in the inteMews came from a range oflaw schools in Western Canada; 
and 
2) Participants had graduated over a ten year time period. 
In setting up the interviews, individuals were contacted by the researcher using names 
provided by other participants or through personai contacts in the legal profession. The 
participants were screened to some extent so that there was representation for year of 
graduation. The average year of "cd to the bar* was five years pnor to when the 
interview was conducted although there was a range of participants over the niU. ten year 
period. There was also an attempt to hclude participants fiom as many Western Canadian 
Law Schools as possible and 4 out of the 6 schools had a graduate inte~ewed in the 
study. Participants were a h  selected to represent a mDc of non-practicing and practicing 
Iawyers. Work expenence hcluded practice in large, mid-size and smail £km as weil as in 
govement and other organizatious. 
Contact With Participants: Each participant in Focus Group #2 and the individual one- 
t-ne inte~ews were contacted by telephone and asked if they would be willing to be 
intervieweci about their experiences in law school. The formal telephone request and 
confirmation letter are attached as Appendices "An and "'£3". AU of the individuals who 
were contacted agreed to participate if they were available in t e m  of the .  There were 
eleven participants in Focus Group #1 and nine participants in Foo~s Group #2 making a 
total twenty former law students who participated in the two focus groups. There were 
twenty additional participants in the one-to-one interviews in the midy. The foliowing 
observation by Patton (1990) was helpfiil in deteminhg the appropriate sarnple size: 
... validity, meaningfùlness and insights generated kom qualitative inqujr 
have more to do with the information-ricfuiess of the cases selected and the 
observationaYanalytical capabilities of the reçearcher than the sarnple size. 
(P. 185) 
In su~ll~~liiry, the criteria used to select participants in Focus Group #2 and the one-to-one 
interviews were indMduals: 
a) who had graduated with a Iaw degree fiom a University in Western Canada 
within the past decade; 
b) who were able to attend i n t e ~ e w  sessions in either of two urban centres in 
which the researcher conducted in-person interview; 
c) who refieaed a variety of individual realities through diversi@ of personal 
characteristics incIuduig representation nom both genders, they were of difEerent ages and 
possessed a broad range of educationai and work expenence; and 
d) who were able to discuss and artidate their ideas and thoughts, and were 
available and willing to participate in the study. 
The primary purpose for using these seleetion criteria was to ensure that a cross-section of 
lawyers participateci in the study. The researcher wanted participants who foiiowing 
graduation had experienced a variety ofwork situations as this couid affect the reflections 
that the person had on the learning expenence and therefore influence their perception of a 
quaiïty legai educatioa The length of tirne that had elapsed since graduation, and other 
personai factors (ie. gender) may have aiso infiuenced perceptions of the quality of legai 
education. Participants were selected, given the restriction of the sample size, to reflect as 
wide a variety of personai fr;imes of reference and experiences as possible. The a h  was to 
gather a broad range of perceptions of a quality 1e-g expenence in law school. 
Data Collection Procedures 
Research was carried out in a natural setting. The one-twne interviews were conducted 
wherever it was convenient for the participant. Locations indudeci: law offices; the court- 
house; restaurants; and private residences. Focus Group #1 was conducted at a restaurant 
in a secludeci seating a m  and Focus Group #2 was held at a private residence. 
The data were gathered directly fiom the people who had the necessary information to 
address the research question. The fact that the researcher is ais0 a lawyer and former law 
student helped in accessing the individuals who could provide the necessary information. 
According to Kirby and McKenna (1989), "If you are a member of a group fiom whom 
you seek information, your access to them (the participants) is difrent than an unfamiliar 
researcher's wodd ben. (p. 103) 
Good rapport was critical and was fostered by a straightfonvard introduction of both the 
research focus and the researcher's background. Information that would ease a 
participant's concerns was provided. This included details such as c o ~ t i o n  of meeting 
dates and times by telephone and by mail where possible. AU participants were idormed 
that arrangements wuid be made following their i n t e ~ e w  or fms  group session for 
fiirther comments. Participants were also given the opportunity to review their transcripts, 
however, no one chose to exercise this option. A brief explmation of how the data would 
be used was provided to ali participants and fbrther information was given ifrequested. 
3) Data Anaiysis 
As is characteristic of qualitative researc4 the primary data-gathering 'instrument' was 
human contact which was initiateci by the researcher- The researcher used two primary 
types of data collection methods: 
1. Focus Group Interviews: 
Unstructureci Format (Focus Group #1) - Notes taken 
Semi-Structureci Format (Focus Group #2) - Tape Recording 
Il. One-to-One Interviews: 
Semi-Structured Format (Al1 Interviews) - Tape Recording 
AU one-to-one i n t e ~ e w s  and the Focus Group #2 session were tape-recorded and 
verbatim transcnpts were made. As indicated eariier, the researcher prepared general notes 
following Focus Group #1 and these were used primarily to identify s p d c  themes for 
M e r  exploration in friture data collection. Very few complete quotations were gathered 
fkom Focus Group #1 but it £Ùrthered the research design by providing an initial survey of 
the area. 
Tape-recurded sessions were listeneci to several times by the researcher aithough verbatim 
transcrïpts were available. Auditory review of the responses heIped to provide a better 
appreciation of the speakers' idection and the emotive content of the data. Transcnpts 
were also reviewed in detail and key phrases and ideas in response to each question were 
highlighted. This process identifiai the repetition of themes and areas where there were 
comonalities in the participants experiences. Borg & Gall (1989) have set out the 
process of inductive data anaiysis as foliows: "the qualitative researcher studies the data 
inductively in order to reveal d c i p a t e d  outcornes. In other words the qualitative 
researcher nrst gathers the data and then tries to develop understanding and draw 
generaiizations" (p.386). 
Once the data nom the transcripts had been reviewed numerous times and themes 
identifie4 a su- of the content for each participant was charted. The summarized 
responses were then organized under specific issues in Table format. This Ied to M e r  
revision and clarification of the key themes. The üterature was then rwiewed in greater 
detail to provide M e r  support or commentary on the hdings. F i y  specific 
quotations from the transgipts were identifieci and selected as being the most 
representative of either a general theme or an individuals unique ('negative') or contrary 
perspective. 
Initidy the number of themes i d e n a d  was expansive with many different categories. 
According to Mayht and Morehouse (1994) it is quite typicai for the initial review of the 
data to reveal numerous potential categories. "The number of categories derived nom any 
partidar data set will depend on the foais of inquiry, the type(s) of data coiiected and the 
analytical s a s  of the researcher" (p. 13 8). 
It was necessary to dcvelop a number of propositions that helped define categones in 
order to combine similar data and b i t  the number of themes. Propositions were usefiil in 
this exercise which foUowed the research definition of Taylor & Bogdan (1984) who 
stated that, "A proposition is a general statement of fact grounded in the datan (p. 134). 
Propositions provided the rules for inclusion and helped to reduce the data to a 
manageable proportion and to beîter coavey the meanhg of the data. Data generdy was 
consistent, however. whenever participant comments did not fit a category or theme 
(negative instances) there was an attempt in the research to give 'voice' to the dissent. 
Otherwise in accordance with Taylor & Bogdan (1 984) ". . . propositional statements (were 
denved) âom a substantial accumulation of the positive instances" (p. 134). 
4) Ethicai Considerations 
The foilowing measutes were taken to address the ethical wncems in respect to the study: 
1. The study was approved by the Department of Educationd Policy Studies' 
Ethics Review Cornmittee. 
2. Each partinpaat was advised by the researcher as to the purpose of the shidy, 
the degree of cornmitment requked, the specific activitiu that would be involved, 
how the data would be used and the ethical standards of the study. This was to 
ensure that the participants were clearly aware of the nature and purpose of the 
study . 
3. Participation in the study was volmtary and prior to becorning involved, each 
participant was asked to sign a consent form. The 'Participant Agreement Fom' 
which was used is included in Appendix "H". AU participants were informed that 
they had the right to 'opt out' of the study at any time and that any identifying 
information in the study would be kept anonymous and confidentid. If participants 
had any questions or concems with the study, they couid contact the researcher or 
the researcher's advisor at any time. AU materials generated nom the research were 
kept secure when not in use. Following cornpletion ofthe study, the tapes and any 
identiijing documentation or notes will be destroyed. 
This m d y  coiiected and reviewed the comments of law graduates who were asked to 
reflect upon the quality of the education they received at law schooi. This included their 
perceptions of their legai education expenences in light of their later professional We. 
Whiie at law schooi, *dents can generaiiy provide hunediate feedback at the end of a 
specific course particularly in respect to evaluating the calibre of instruction. However 
there are few if any opportunities to consider the overail quaiity of a students education 
experience. 
There has been even less occasion for former students, who have had to use the education 
received in their professiod career, to later provide feed-back on its quality. This study 
aifowed participants to reflect, assess, and comment upon the years of pre-professional 
education they received at University. In this study, former students were able to consider 
their law school education Eom a broad perspective. 
Questions asked allowed them to reflect and comment upon: 
1) their over-ail educaîïonai experience; 
2) theû specific recd of a variety of teacbg-leamhg dynamics in both formai 
and idormal situations; and 
3) their present concem about issues in legal education with an oppominity to 
consider necessary irnprovements for im p roving the quality of legal education in 
the ftture. 
Chapter 6 - "Conclusion" folows the four data analysis chapters and provides an over-ail 
nirnmary of the research and recommendations. 
ORGANIZATION OF THE THESIS 
This research study, which was an initial foray into a hitherto unexploreci area, cornpiled 
and andyzed the perceptions of selected alumni who graduated 6om university Iaw 
programs in Western Canada between the years 1985 to 1995. The focal question ofthis 
study was: "What do lawyers, as former students th* when reflecting upon their own 
expenence in law school, about the quality of their legal education?" Further ~bquestions 
were developed to elaborate the research question. The responses to these questions 
resulted in the identification of four themes. 
These themes were: 
1. the purpose of law school which included leamhg to think k e  a lawyef; 
2. teaching and leaniing dynarnics and formal leamhg expenences; 
3. informal learning in law school; and 
4. issues and fùture direction in legal education. 
Each of the themes is explored in a separate chapter together with an analysis of data 
associateci with the theme, coupled with a review of the relevant iiterature. Included within 
each chapter are numerous verbath excerpts from the transcripts of Focus Group #2 and 
the one-to-one interviews. The quotations are intenvoven with. references t O research in 
higher education and literature specific to legal education. Providiig the actual words of 
the participant in respect to key themes helped to illustrate the discussion of the research 
findings and education Literature. In reading quotations the foiiowing guidelines apply: 
Focus Group #1 - Individual participants are not identifiai although if there 
is a direct quotation then quotation marks " " will indicate the phrase. 
Focus Group #2 and One-to-One Interviews - Participants are identifiai by 
pseudonyms used when there a direct quotation, indicated by quotation 
marks " " was made, or with reference to the summarized response of a 
specific participant. (Le., "Mablen) 
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CHAPTER 2 
ELEMWTs THAT DEFINE A QUAHTY LEGAL EDUCATION 
INTRODUCTION 
QuaMy in Higher Education: 
Quaiity has been undeveloped as a concept in higher education and there is 
wnsiderable uncertainty about how to define, or discern a quaiity educational 
"product." (Yorke: 1992) When higher education institutions were examined in the 
United Kingdom, quality was defined as, '. .. the totality of features and 
characteristics of a product or service that bear on i a  ability to satisfy stated or 
implied needs ... (it is) the extent to which a program of stwiy satisfis its customers' 
expectations." Q.91) The key feature in assessrnent was consideration of the 
expectations of the consumer. This has been a fundamentai tenet of the literature on 
quality that the customer has a right to set standards. 
Unfominately this does not resolve the issue in higher education as it is not readily 
apparent who the customer of higher education is. Yet, the answer to this question has 
serious ramifications for the way that quality is defined. As was indicated in Chapter 
1, there are three primary groups who are perceiveci as customers of legd education. 
Fim, the members of the profession as represented by the Law Society. Second, al1 
members of Canadian society, who as a whole have a legitimate interest in the 
outcorne of the legd education that law students receive. Finaily the law students 
themselves are the third group and they are the most directly effected customers of 
legai education. In another sense they are aiso a "product" of the higher education 
system in that they are transformeci by the education they receive. (Yorke: 1992) 
Information in this study was gathered from one of the affecteci groups of consumers - 
lawyers. Participants were encoufaged, however, to adopt a duai perspective when 
responding to questions about their own legal education experience. They were to 
provide their perceptions as former law students, yet in the context of their current 
situation as a practicing lawyers. By viewing the law school education process as it 
had been experienced by law students, yet canvassing this information from lawyers 
in practim, it was possible to access two of the three "client" groups. It was beyond 
the scope of this research to consider the views of the third client group - the generai 
public - in respect to the pre-professional education of lawyen. 
Aims and Objectives - The Purpose of Law School 
In order to explore the quality of the legal education expenence it was important to 
fmt establish what the former students had expected law school to be. This was 
accomplished by identiQing; 3 why the participant choose to go to law school; and 2) 
what the participant had thought they would or should accomplish during the tbree 
Year program- 
DEVELOPMENT OF THE QUESTIONS 
The over-ail purpose of law school was discwsed in Focus Group # 1 . Comments 
made by participants suggested that the law school experience had not matched their 
expectations. Two questions found usehl as probes in Focus Group #1 and used again 
in Focus Group #2 and the one-to-one interviews to explore the dichotomy of 
experience venus expectations of participants were: 
Question 1: Why did you decide to attend Law School? 
Question 2: What do you think is the purpose of Law School? 
A second issue that arose from Focus Group #1 was the fact that rnembers of the 
group were not always talking ad idem. Often the same terms were used by the 
participants but it was clear that these terrns were used to describe very different 
experiences. The participants in Focus Group #1 came from law schools across 
Canada and had graduateci over a twenty year period. Students From the late 1970's 
and early 1980's generally agreed that law school should be more practical. They 
were basing this belief upon the curriculum of their law school years which in most 
cases was entirely academic in nature. A few of the more recent graduates (1990's) 
commented that law school shouid be less practice oriented, however, they had 
generally experienced a much larger practical component which often included the 
option of clinical experience. 
Two additional questions were therefore deveioped to provide a more accurate 
understanding of a participant's comments on theù law school experiences. The 
exploratory questions were open-ended and invited each participant to describe critical 
elements of a quality legd education. The two questions were: 
Question 3: What do you think is a necessary pan of an excellent 
legal education? 
Question 4: What was the most important thing you came away from 
Law School with? 
In order to define or assess quality in legal education, it was imperative to fust 
determine the purposes or airns of a Iaw school education. Participants in Focus 
Group #1 were allowed to explore this issue - the purpose of law school - with very 
little structure or direction. The discussion was animateci and often vacillated between 
the actual purpose of the law school education as it was experienced, as opposed to 
the ideal outcornes that participants expresseci. The diversity of the opinions reflected 
a very similar and ongoing debate in the broader legal education community. 
It was the opinion of most Focus Group #1 members that the purpose of law school 
was to prepare students for the practice of law. The opposite view was also expressed 
by a minority who argued that law schools were not, and should not be tied to the 
'trainingw of future lawyers. Oniy one person was so extreme as to insist that there be 
NO practical application whatsoever. He supported this view by insisting that a law 
degree, as part of the university general education, should sirnply be completely 
academic in nature. Other participanu, however, agreed that a law degree should 
prepare a snident, at least in part, for their fume role as a lawyer. There were 
divergent opinions on what aspects of "lawyeringn should be included in the law 
school curriculum and whether the focus should be primarily amdemic or practical. 
Participants in Focus Group #1 unanimously rewgnued that the majority of students 
do go to law school with the intention of becoming practicing lawyers. Further it was 
agreed that for most students Iaw school provided the necessary educational 
foundation for the individual to begin their professional training to become a lawyer. 
Beyond this, however, there was a broad range of opinions as to what law schools 
should do in order to b a t  prepare students to enter the practice of law. Most of the 
discussion focused on the issue of the appropriate mix of theoretical and practical 
courses and also on the means that instructors chwse to meet both the espoused and 
unintentional objectives of a law school education. 
When Focus Group #1 discwed their law school experiences, they frequently used 
the expression, "1 leamed to think like a lawyer. " It seemed that this was viewed as 
one of the main objectives or outcornes of a proper legal education. It was apparent, 
however, that members of the group were not able to define this phrase with any 
clarity. In fact, they were somewhat surprised when asked how law school achieved 
this objective. 
Although participants disagreed on whether "thinking Iike a lawyern was a positive 
attribute (Le., a necessary skill-set of a lawyer) or whether they perceived it much 
more negatively (Le., as a narrow and limited view of the world) it was apparently 
critical terminology in describing the law school experience. In iact, no matter how 
the individual defined or interpreted the phrase, it seemed to correlate directly to the 
participant's perception of the predominant or over-ail outmme of a legal education. 
When the phrase, "learning to think like a lawyer" was used, it seemed to be a short- 
hand way of expressing the educational process that the law student experienced in 
becorning a lawyer. In order to use the words of the participants and explore this 
concept further it was important to ask Question 5 and to use probes to uncover the 
role that Iaw school played in developing this attnbute or skill-set. The question and 
probes developed to gather this information were: 
Question 5: What does the phrase " to think like a lawyer " mean to 
you? 
Probe: Did Law School teach you to do this? 
Probe: How does Law School teach you to "think like a 
lawyer "? 
Responses to Question 5 in respect to "thinking like a lawyer" compileci similar 
responses from Focus Group #2 and the one-to-one interviews as had been expressed 
in Focus Group #1. Al1 answers were closely associated with the participants overall 
perception of the purpose of law school. 
PARTICIPANT RESPONSES & ANALYSIS: 
1) Why did you decide to attend Law School? 
Focus Group R provided a mixed response to the fust question. There were as many 
different motives for attending law school as there were participants. Reasons for 
going to law school that were not associated directly with becorning a lawyer 
included: general interest; curiosity; and one person ('Jake") who stated that he 
simply went to law school because; "1 thought it rnight be interesting and I really had 
nothing better to do at the time." 
Many did express that their primry goal was to become a lawyer. Other factors 
which influenced individuals in their decision to attend law school included: 
1) having family memben who were lawyers - ("Dawn") " ... it is a fmily 
business, if 1 wanted a piece of it, 1 had to be a lawyer . . ." ; and 
2) altruistic motives such as those expresseci by ("Mary") who indicated thai 
she desired, "... to help people ... ' and by ("Joan") who stated that she " .. . 
went to law school to contribute more substantiaily to social justice". 
Ironically, one participant ("Brad") who had not wanted to become a practicing 
lawyer when he chose to go to law school, stated that he ". . . failed rniserably in that 
goal because I am a lawyer " . In contmst, another participant, " Ella" who stated that 
she had wanted to be a lawyer since she was 12 years old, had chosen since 
graduation to lave the practice of law. In fact later in the session she clairned that 
she would not even recommend that someone like herself go to law school. "Don't 
go. Do something else! ... 1 don't think it was worth the time and the effort. 1 don't 
think I leanied anything 1 couldn't have lemed other places, by going to law school. 
And 1 found out at the end that 1 didn't want to be a lawyer." Accordiilg to this 
viewpoint, unless the individual acrually practiced as a lawyer upon graduation, a law 
school education was not an experience to be recommended. 
The participants were never asked directly whether they attended law school with the 
airn of becoming a lawyer. The actual question was open-ended: "Why did you decide 
to attend law school?' In response, participants often gave more than one reason. The 
statements made, however, o€ten assumed that becoming a lawyer was a given so it 
was umecessary to include this in the response. For exarnple, ("Mary") had stated 
that she " .. . wanted to help people". Presurnably she meant as a lawyer, but this was 
not made explicit in her answer. 
Based on the majority of responses, it seemed that rnost of the participants expected to 
become lawyers and enter active practice following law school. In 1996, "The 
Canadian Lawyer" magazine published the results of a cross-Canada s w e y  of law 
school graduates (1992-1995). One of the questions in the Canadian Lawyer survey 
was whether it was the role of Iaw school to prepare students for a career as a 
practicing lawyer. Black (1996) reported that "Just over 72 percent said "yes, " (which 
was) a sharp jump over (the) 1991 response rate of 54 percent." (p. 16). In the most 
recent (1997) Sumey, Black (1997) stated that the figure has again increased, with 77 
percent answering in the affirmative. UnfortunateI y, only a bare majority indicated 
that Iaw schools in Canada succeeded in that goal and " . . . 47 percent rendered an 
emphatic "no" according to the survey. (p. 18) 
In this research study, most of the participants also indicated that they entered law 
school intending to become lawyers and they had expected that a legal education 
would prepare them for the profession of law. Whether or not this is part of an  
increasing trend noted by Black (19%) in the Canadian Lawyer survey, the numbers 
of students who expected a law degree program to be in the nature of pre-professional 
training was certainly signifiant. This commentary of respondents in the cross- 
Canada surveys and the participants in this study reflected not only the perception of 
graduates in respect to the airns and objectives of law school but also their assessrnent 
of whether the Iaw school met the needs of the student. 
Black (1997) stated in her report that: 
. . . (the) ongoing debate in law schools is whether they should be more 
Iike trade schools. Most graduates stick to the view that law schools 
s hould aim to be vocational institutions rather than purel y academic 
ivory towers ... As we noted last year, many graduates felt law schoois 
have failed to find an appropriate mix between the practical skills that 
should be taught and the black-letter theory of law. (p. 18) 
Law schools must decide if they will accommodate student expectations in 
determining the purpose of a legal education. In setting the aims and objectives, the 
law school must consider whether these should be consumer-driven. If yes, then the 
key consumers of Iegal education must be identified. 1s it the public who need legal 
services? Is it the Law Societies as representatives of the profession? Or is it the 
student who experiences directiy the comequences of the choices made about the 
purpose of a legal education? The law fkuity of the future may have to address the 
needs and expectations of al1 three of these client groups. 
Determining the proper aims and objectives of legal education in Canada has been the 
subject of ongoing debate. This issue has not been settied and now the additional 
factor of a rapidly changing world must be taken into account when answering this 
question. The perceptions of the student body simply rcflect, in part, the current 
economic clirnate and demands that higher education be relevant in terms of 
developing marketable skills in a highly cornpetitive job market. 
Renner (1995) cautioned that a common mistake of higher education is to prefer 
theoretical over practical education. According to Renner (1995) this must be 
remedied in these demanding times, if a university education is to remain a desirable 
option. 
Higher education continues to separate leaniing fiom living at the very 
time when the rate of social, cultural and technological change makes it 
even more important than ever to reduce such temporal delays between 
leaming and living. 
Education implies leaming how to think in order to be able to do. 
Training implies learning how to do in order to be able to participate, 
and beiong, and through this process learning to think. Change is 
happening too fast for leaming to be for tomorrow; it must be for now 
if it is to reach the now generation. (p. 100) 
"Quality' even at the academic level in university must in part be measured by the  
needs and expectations of students in the context of the greater society according to 
Mayhew et.aL(1990) and Green (1994). Very few participants answered that Iaw was 
a choice based solely upon altruistic or educational airns. It was recognized as a 
professionai degree and the desire to attend law schwl was generaily rnotivated, at 
least in part, by the acquisition of a professional designation following graduation. 
While only a couple of participants expressed the strictly pragmatic view of "Demis" 
that law school should have no pretensions beyond being a glorifiecl aade school, 
there were severai individuals who criticized the fact that their legai education 
experience had been too theoretical and had not prepared them adequately for the 
practice of law. 
Table 2-1 which follows provides a breakaown of reasons for attending law school 
comparing the responses of participants in this shidy with the 1996 crossCanada 
survey of law graduates (19924995) conducted by the Canadian Lawyer magazine. It 
is important to note that both the Canadian Lawyer survey and the one-twne 
interviews ailowed respondents to give more than one reason for attending law school 
su percentage (%) numbers do not total 100%. No statistics are provided for Focus 
Group #1 as participants simply discussed generally their reasons for attending law 
school. Focus Group #2 participants each gave one response for attending law school 
which are recordeci beIow . 
TABLE 2-1. Respooses to Question: Why did you go to law school? 
COMPARISON W?TH RESPONSES FROM FOCUS GROUP #2: 
(Black:1996=23) Smey Resuits (Davis:1996) Participants 
Financial rewards: 23% 1 II 
Canadian Lawyw Survey (2996) 
Long-term interest in law: 33 % 
Intellectuai appeal : 31% 
Prestige: 18% 1 Il 
FOCUS Group "2" - Nmnber of Participants 
Long Term Interest: (1) 
General interest: (3) 
- - -- -- 
Chosen by default: 14% 1 Chosen by default: 
~ o b  security: 12% 1 II 
( To help people: 
i 
Family influence: 8% 
Enhance a non-legd career: 6 % 
TABLE 2-2. Responses to Question: Why did you go to law school? 
Family influence: ( 2 )  
Career move: (1) 
COMPARISON WITH RESPONSES FROM ONE-TO-ONE INTERVIEWS: 
(Black:1996:23) S w e y  Resuits @avis: 1996) Participants 
Canadian Lawyer Survey (U96) 
11 Chosen by default: 14% 1 Chosen by default: 20% (2) 
-- 
20 Oneto-One Interviews - Number and 
Percentage of Participans 
Long-term interest in law: 33 % 
Intellectual appeal : 31% 
Financiai rewards: 23 % 
Prestige: 18 % 
r 
Long-term interest: 10% (2) 
lntellectud appeal: 25% (5) 
Specific legai area: 15% (3) 
Generai interest: 5% (1) 
Job Opportunities: 10% (2) 
HonourabIe career: 5 %  (1) 
II Canadian Lawyer Survey (1996) I 20 One-to-One Interviews - Number and Table 23 (CO-) Percentage of Participants (COIL) 
II Enhance a non-kgal careec6 56 ( Career rnove: 5% (1) 
1 
II 1 To help people: 20% (4) 
Table 2.1 and 2.2 illustrates many similarities benveen the types of responses 
generated by the two studies. One notable difference was the number of participants 
who expressed a long-term interest in law. A much higher percentage is reflected in 
the cross-Canada swey .  Possibly this included numbers relating to a signifiant 
mtegory that was missing From the Canadian Lawyer survey. 
Family influence: 8% 
A number of participants in the one-twne interviews and the Focus Group choose to 
attend law school in order to "help people". This was the second largest number of 
responses In the study to the question - Why did you attend law school? As there 
were no recordeci responses of this nature in the cross-Canada snidy, it is likely that it 
was simply not an option that respondents could select in the multiple choice format 
of that survey. This motivation of students suggests that while participants are anxious 
for law school to prepare them for a career in law, they may not necessarily be 
motivateci by strictly rnonetary mncerns. In fact, the responses suggest that law 
schools needs to address the practical skills within the curriculum in order to provide 
students with the means of fulfilling dreams which are just as likely to be altruistic in 
nature as driven b y financiai consideratiom. 
- - - . - 
Family influence: 15% (3) 
Tyler (1949) in a seminal work on curriculum and instruction identified four 
fundamental questions which mut  be answered by any higher education institute in 
developing an educationai program: 
1. What educational purposes should the school seek to attain? 
2. What educational experiences can be provided that are likely to 
attain these purposes? 
3. How can these educational experiences be effectively organized? 
4. How can we determine whether these purposes are being 
attained? 
DeVries (1996) stated that the " . . . objectives-based approach to quality assessrnent 
has undergone several metamorphoses since Tyler in 1950 [sic] advanceci the idea that 
objectives should be specified in behavioral terms. " (p. 193) Yet these principles are 
still useful in setting standards for a quality education. By addressing the fist 
question, in particular, the law faculty could help in identiQing the goveming aim of 
a quaiity law school education. 
Failure to clearly define the purpose of an educational program is a serious yet 
common problem. This issue was particularly evident in legal education where 
idenuQing a common ground in terms of aims and objectives has become an area 
fi-aught with turf-wars and strongly divergent opinions on the purpose of a law school 
education. However, simply ignoring these issues means that the law school flounden 
without the guidance that has been identifieci as necessary to ensure a quality 
education experience. In the words of Tyler (1949) "... if an educational prograrn is 
to be planned and if efforts for continued improvement are to be made, it is very 
necessary to have some conception of the goals that are being aimed at." (p.3) 
Tyler (1949) wisely recognized that ". .. in the final analysis objectives are matters of 
choice, and they must therefore be the considered value judgments of those 
responsible for the school. " (p .4) In detennining the guiding values, however . Tyler 
stressed how important studies of leamers can be as a source of educational 
objectives. The objectives must be considered in terms of student " needs " recognking 
identifiable gaps in knowledge, attitudes and skills between desired or acceptable 
noms and actual behaviours and attitudes of students. While some have criticized that 
defining the aims and objectives of legal education would diminish the ability of the 
law school to teach intangible skills and sop h isticated theory , others have recognized 
that ". . . (t)he purpose of the objectives is not to Iirnit the educational process but to 
define it. Students are entitled to know what the tacher expects." (Rayson & 
Tyree: fggl:p.255) 
Participant responses to the following question helped to identiQ their perceptions on 
the objectives of law school. The comments of parllcipants provided insight to the 
reality of the law school experience in tems of what individuals had thought the 
requisite objectives of law school were. In addition, many remarked on the 
expectations and "ideals" they held as students when they entered law school 
concerning what they had thought "shouldw have b e n  the aims and objectives of the 
law school. 
2) What do you thiok is the purpose of Law School? 
According to Focus Group #1 the primary purpose of law school was to train students 
to become lawyers. The participants of Focus Group #1 also pointed out that 
unfortunately this "purpose" may not be shared by many academic instnictors 
particularly those who had never practiced law. 
While participants identified that the purpose of law school was to prepare students to 
become lawyers, it was generally agreed that the law schwl's performance in this 
respect was mixed. Law school did fulfil a valuable role in legal edumtion but it did 
not "prepare" graduates for the day to day practice of law. In Focus Group #2, "Ella" 
stated that "... 1 still felt when 1 left Law School that 1 hadn't been prepared for 
practice'. "Maryw responded to this statement by saying that, 
I think Law School prepares you to practice Iaw the way elementary 
school prepares you for high school ... there's a big piece that's 
missing in the middle that you sort of have to son out on you own . . . 
after you graduate. 
Most participants in Focus Group R agreed that this was an accurate assessrnent of 
the situation. Law school gives some of the knowledge and skill-set to become a 
lawyer but it does not complete the education procas. 
The following Table 2.3 sets out the summarized responses of participants in the one- 
to-one interviews regarding the purpose of Iaw school from NO perspectives. Both 
perspectives are included because one of the interesting outcornes of this question was 
the fact that participants often responded by enquiring fmt whether they should 
answer in terms of: What the purpose of law school "IS" or "What the purpose of law 
school "Should Be". In these situations, participants were encouraged to give both 
responses. 
NOTE: Where participants were speaking of what they would Iike to see in tems of 
aims and objectives the "Should Be" responses are noted in iralia. 
TABLE 2.3 - Summarized respoases fkom one-twne interview participants to the 
question: "What do you think k the purpose of law school?" 
II Heather ( Teaches a way of thinking which is unique to Iaw school. 
Tends to get students ready for the business world. Students 
sirnply want to make money. ï b u g h t  law school would be a 
general educmion directed at teadihg peuple tu think for 
themelves. 
1. Provides grounding in core subjects and- legal analys is . 
Brian 
Peter 
There are two goais that are in conflict: 1) providing a 
general education which continues the Iiberal Arts tradition; 
and 2) training those students who will enter the profession. 
Law school is a trade school and a delay in entering the 
" real " world. Practi'cai ski& are necessary Md interacnacnon 











Purpose of Law School - "ISW - "SHOCCLD BE" (cont.) 
- - - - - - - -  - - -- -- 
Teaches a way of thinking. Teaches a body of knowledge. 
Not clear whether putpose is to produce lawyers or 
academics. lïwught lm sdiool wouiü te& students to be 
lavyem 
- - - -- 
Teaches about law and to think like a lawyer. 
Law school is training for hierarchy - basically setting up a 
rationale for hierarchies and cal 1 ing them meritocracies . 
Lunyers pefoim a "non-fwaion" in sociery. The time in law 
school wouid be b- spent educating people on the mes of 
m e n  that bring people into dispute Md leaming how tu 
mediate ruther than simpty leuming about imposing 
"soIuhunonr " on people in the present judicial system. 
Rovides a generai education in every area of law. Teaches 
the ratio of many cases - simply rnemorization and 
regurgitation of basic law concepts. nioughr the purpose wus 
to tead, students how tu be h y e m  It should teach you to be 
open-mined, me anabsis & advocate - seeing both sides of 
an issue. SbtiId &O focus on people-skiIIS. 
Teaches people to think Iike lawyers. What law is/how it 
works and how disputes are settled. 
Prepares you to be a lawyer. You corne out of law with 
certain thought processes, a general understanding of the law 
and it's application in the modem world. 
Law school is a rating system, a screening device with an 
intellectml veneer. It reseicts the number of people and the 
type of people who will graduate and becorne lawyers. 
Should be shorter (i year) trade program to leam the basics, 
the "mechanics" of lav. 
- - - pp -- 
Provides a basic knowledge in al1 areas of law. Abstract 
thinking, context of law and theoreticai under-pimings are 
also part of law schools purpose. Should a&so give a seme of 
what hvyering wiU be like and some career focus. 
Teaches a way of thinking - 'Brainwashing" The necessary 
background in substantive law is accomplished in fust year. 
Tm much tirne is spent on arcane kr~owledge. ShouId be 
shorter (2 years) and more p rdca l .  
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Purpose of Law School - '1s" - " S H O W  BE" (cont.) 
Students leaned to lose respect for future clients and because 
law school itself is so cornpetitive, it is difficult to create 
ethical and empathetic lawyers. Majority of students ended 
up believing in a type of "survival of the finest" world. Lav 
school should produce a h y e r  who rwt on& uppreciiates the 
paver of law over people3 lNes but is &O uble to use the 
lmv for the bettement of society. 
Provides legal background and an approach to the law. The 
basic building blocks. How to think as opposed to how to 
practice. The option of practical courses are available. 
To think in a certain way. Should be more practical because 
most people expect to be lawyers. 
ShouId be academic orientation and not too concemed with 
practical. Possibly in the third year offer practical 
component. 
Trains people to be lawyers, at least in part. How to analyze 
issues and stan thinking like lawyers. Provides basic legai 
background. 
Thought the purpose of law school war to train nudents to be 
*ers. Now think purpose of law school is provide a broad 
back-ground for many careers. Teaches an analytical way of 
thinking. 
Trained students to think (yet also stified their creativity). It 
is a trade school despite what people say because most 
students become lawyers, but it's very academic and not very 
practical in orientation. 
The participants in the one-to-one interviews basicaily identified three key purposes of 
law school: 
1) teaches a certain way of thinking; 
2) wvers legal subject matter through substantive law courses; and 
3) prepares students for the practice of law. 
The majority of participants (eleven) perceiveci that the primary role of the university 
was to teach a certain way of thinking. This was often referred to as the ability to 
"think Iike a lawyer" and included the ski11 of legal analysis. The other two purposes 
were given equal recognition. Seven participants identifiai that law school teaches 
substantive law and provides basic legai knowledge in core subjects. Law school was 
also seen as having a role in preparing students for practice although the specifics of 
how this was done were varied and included references to the acquisition of analytical 
skills and knowledge of the law which were both part of the fxst two categories. 
Of the ten interview participants who chose to consider what they felt the purpose of 
law school "should ben seven felt that law school should be more oriented to teaching 
students about the practice of Iaw. This ranged fiom Iearning the basics through to 
more interaction with practitioners and the opportunity to learn and practice specific 
skills. Only one participant felt that law school should be more academic and have a 
less practical orientation. Black (1997) related similar quotations from her own study, 
including the following, "Law schools should train lawyers to practice law, serve 
their clients and earn a 1 iving " . (p. 18) 
Participants did not go so far as to suggest that the role of law school should simply 
be the preparation of students for the day to day practice of law. In Focus Group #1 
there was strong sense that it was not enough to teach practice-oriented courses only. 
It was considered necessary to include the philosophical underpimings of law in a 
quality legal education. The educator should provide a broad wntext :O the subject 
matter and not present only those le@ pzinciples and skills required in the practice of 
law. Although the group recognized that the "average" student may not see this as 
being relevant at the time of instruction, in retrospect most participants in Focus 
Group #1 agreed that it was an important part of their legai education and should be 
considered as an essential purpose of law school. 
Focus Group #1 participants recognized that law school mut provide basic grounding 
in substantive law, with a primary focus on analytical skills to prepare students for 
practice. 
Focus Group #2 participants agreed that the purpose of law school was to teach 
general legal principles and provide an over-view of the key areas of substantive law. 
They also identified that law school plays a role in affecting signifiant behavioral 
change in respect to attitudes of the students. In the words of "Mary", " . . . there is 
also a certain element of sociaiization and teaching you to fit into a certain mind set, 
to have a certain outiook . . . when you graduate." 
Other issues identified in the discussion on the purposes of law school included: 
1) case law method and over-emphasis on litigation; 
2) narrow focus of law school; and 
3) image of success as defined by large f m s  and corporate mentality. 
Case law method and the over-em~hasis on 1 itination 
Substantive law was taught primarily through the analysis of case law. Focus Group 
#1 indicated that there should have been more emphasis on altemate dispute 
resolution. This would have included negotiation, sealement and other aspects of 
" lawyering " , outside of a stnctl y adversarial or 1 itigation focus. Participants in Focus 
Group #2 and in the one-to-one interviews agreed that most cornes were taught 
through the case law method, simply reviewing the written decisions judges make at 
the end of the litigation process. Over-reliance on the case law method of instruction 
was seen as a limitation by some participants because it does not reflect the acnial 
practice of law. In practice most cases settle before trial and litigated cases are the 
exception rather than the rule. 
The underlying concem with the case method was based upon two premises: 
1) that law school should give a more accurate portrayai of what 
occurs in practice. If this was identified as one of the aims of law 
school then courses should be developed accordingly, with more 
emphasis on skills, such as lawyer-client communications, negotiations 
and drafting; and 
2) the teaching of substantive law should incorporate other forms 
of dispute resolution and not simply rely solely on the study of case Iaw 
in a subject area. An over-emphasis on teaching case law may foster 
the use of adveMnai problem solving approaches upon graduation, 
including an over-reliance upon the judicial systern. 
Narrow focus of law school 
Many participants in Focus Group #1 expressed disappointment with law school as an 
educational experience. There was a generai sense that law school was much less 
enjoyable than undergrad studies. In fact, some felt very Iimited or stifled. One 
participant indicated that it killed al1 of his creativity. Another participant observed, 
"Overall (I was) disappointed ... (1) did not like how focused and narrow law school 
is." Other participants also referred to legal education as being les  enjoyable than 
their under-graduate program and more limited in approach. "Brad" believed that this 
stemmed from the teaching style adopted by law professors. 
Well I think with the exception of perhaps one or two courses in 
jurisprudence you are never taught to challenge the hndamental 
underpinnings ... (it was) "Here it is as found - learn it and write it 
down!" whereas 1 think in an Arts background you challenge the 
fundamental underp i ~ i n g s .  
It was interesting to note that participants who found law school narrow in focus and 
less fulfilling than their previous univeaity degree were generally those who had an 
Arts background. In contrast participants who came from a Business or Commerce 
background tended to find that law school was very similar to their undergraduate 
degree or at least equivdent in t e m  of their satisfaction with the leaming 
experience. 
Image of "success" defined bv large firms and "cornrate mentalitvn 
One issue perceived by Focus Group #1 participants was that law school either 
overtly, or covertly supported the underlying premise that the "Big fm is the way to 
go. " Or in the words of one participant, "Law school focuses on big-fm mentality 
not ... man in the street law." Participants suggested that this might stem from the 
study of "cutting edge" case law at the Appeal Court level, which was primarily 
litigated by larger firms. Other participants felt that the big fum emphasis came h m  
an environment which fostered the important influence of the larger firms on the law 
f h i t y .  This inciuded, sponsorship of social functions such as wine and cheese parties 
where the students with the best marks were veted. AIso noted were the donations 
made from large fikm to the law faculty and funding provided through sponsorship of 
prizes or scholarships for students as well as the involvement of faculty insmictors on 
contracts of employment to downtown law f i .  Al1 of these factors added to the 
presence of the large fm influence. The underlying message perceived by many 
students was that large f i s  are a preferable articling experience. This also 
influenced the drive for high marks, cornpetition with fellow-students for limited 
positions available at these firms and an overemphasis on corporate-commercial areas 
of law. 
The law school should carefully consider the leverage that large f i s  have and 
examine how this impacts the quality of the education experience. Where possible, the 
law faculty should attempt to counteract the more negative repercussions this 
influence has on students. There was a perceived need to de-emphasize the tendency 
to promote the big law fm as being the but or only option upon graduation. Cane 
(1981) recognized that, 
The law school cannot be expected to change social reality, but it can 
be expected to remember that it has a unique charge in our society: to 
train students for the practice of law, a public profession. No other 
institution serves that function . .. as long as a single mode1 dominates 
legal education, students will continue to leam wrporate jobs not only 
pay the best, but they are the only ones which deal with "interesting" 
legd problems. Few students will develop the tools or the inclination to 
look beyond the routine aspects of providing legal services to the poor 
and middle class. " (p. 232). 
3) What was the most important thing you came away €rom Law School with? 
44 
Analvtical Skills: 
The majority of Focus Group #2 participants identified anaiyticd skills as being the 
most important thing that they acquired in law school. Not oniy was it the most 
common response, but it seemed to confirm that the focus of law school was 
primarily upon the teaching of these skills. It was perceived by participants as being a 
basic building block that was both fundamental to success in Iaw schwl and essential 
for the day to day practice of law. 
Accreditation: 
"Having the right to articlew ("Mary") or the right to practice, or acquiring the law 
degree were dso aspects of law school that were identified as being "mostn 
significant. While some viewed the degree as an achievernent in and of itself, other 
participants saw it simply as another 'stepping stone" to the final phase of the 
educationai process of becorning a lawyer. Finally there were those who viewed this 
process of accreditation with mixed feelings. "Joanw, in discussing the purpose of law 
school, comrnented that, 
At the N k  of sounding totaiIy cynical, I think one of the aims of law 
school, as it was when we went, was to weed out a certain percentage 
of the population. In other words, present certain hurdles that would be 
very difficult to jump . . . so that fewer people were practicing. " 
Demis was also criticai about what a law degree means and categorized it  as a 
" screening device. " He perceived that the hurdles erected by the law schwls were not 
only exclusionary but they were also directed at certain groups in society. In his view 
it was not based on ment. Rather it was the individual's econornic and social status 
that enabled a certain class or type of person to successfully complete a law degree. 
' Dennis " contendeci that, 
. .. (it is a) screening technique to make sure that only people who can 
afford to be out on their own for three years with no visible means of 
support can go! ... if you want it to (continue to) restrict the "class" of 
people that are entering the profession, then leave things as they are. " 
The perspective expressed by "Demis", was illutrative of similar criticism contained 
in recent legai education literature. In a report on EqmIity in Legal Educmon, 
prepared by a Speciai Advisory Committee to the Canadian Association of Law 
Teachers, (Alvi et.al.: 1991) the Committee stated that there was strong justification 
for an expanded "concept of merit" in determining who should be admitted to Iaw 
school: 
Admissions processes for Canadian law schools are discriminatory. they 
are primarily numerical, based on pre-law grades and performance on 
Law School Admission Tests. This concentration .., favours a certain 
profile of student, particularly those with the support, both personal and 
financial, that enables them (to) obtain the credentials of law school 
admission by performing well in the course of secondary and post- 
secondary education. 
This regime tends to discriminate against single parents (usually 
women) and mature students, as well as students from communities 
who for reasons of systemic economic and social disadvantage have not 
traditionally been participants in university-oriented career streams. 
(P. 15) 
According to the Cornmittee (Alvi etA. : 1991) the narrow masures of merit that 
currently control Iegal education are the result of, 
. . . (a) default of a clear set of pedagogical goals directed to the 
preparation of students for the sociaily responsible and professionaliy 
competent profession of law. If legal education were clear about its 
own objectives it would be able to develop evaiuation mechanisms and 
pedagogical instruments that work against the inherent meritucratic 
assumptions of society, not feed on them. It would be able to create a 
Iaw school experience that is more humane and that is more redistically 
orienteci to the preparation of lawyers. (p. 19) 
The Committee continuai by finding that the excessively cornpetitive atrnosphere in 
law school was the result of the current admissions, evaiuation and placement 
processes undertaken by the faculty. Thus competition created an unhealthy 
environment for students particularly those who, ". .. do not share the perspectives, 
the aspirations and the abilities of the stereotypical Iaw student. " (p.25) 
Social : 
Education is a social activity and participants were quick to admit that personal 
connections were a key aspect of the ieaming experience. The ability to conaibute to 
society was another factor that contriiuted to the quality of pre-professional education 
which is consistent with the espouseci aims of the participants who wanted to help 
othea and contribute to society. 
Friendships: "Heather" stated " 1 made some very gcxxi fiiendships and 1' m still 
fnends with a number of classrnates." Another participant, "Raymond" contrasted this 
aspect of his experience in law school with his undergraduate degree, 
Well, obviously friends. It's interesting because ... most of the friends 
that I've made in law school have actually stuck around, ... Most of the 
&ends 1 made in under-grad haven't . . . " 
Many participants placed friendships as king more important or certainly on par with 
the acquisition of skills or knowledge acquired in law school. Two examples are: 
1) "Bradw who asserted that, 
. .. the analyticai skills are the center and I think the other critical 
element is the peer group that you come out with the sense that you 
graduate with the class and they are people you've spent a number of 
years with ... and that's the group that 1 feel most cornfortable 
practicing with ... in that 1 know them the bat.'; and 
2) "Kentn who said that, 
1 think the most important thing from an educational perspective that 1 
came away with were the principles that 1 Iearned in first year ... and 
the second thing is the relationships. ... 1 feel completely wmfortable .. . 
1 fkel 1 could phone anybody now, nine years afkr school . . . " 
b) Contribution to Society: Another aspect of law school that was identified by 
several participants as being particularly rewarding and an important educational 
experience at Iaw school was volunteering with Student Legal Aid (SLA). This 
provided an opportunity to help people, to leam by doing and in the process to 
contribute to society. This particular experience was referred to many times by 
participants and played a central role in their informa1 leaming experiences. 
As public interest law per se has seldom been included in the traditional legal 
c ~ c u l u m ,  student invoIvement on a voluntary bais with SLA has helped in part to 
address this need. It has been recommended, however, that Iaw schools take a greater 
role in expanding the exposure to public service law and inaoducing students to their 
obligation, as rnembers of the legal profession, to communiq service. According to 
Alvi et- ai. (1991): 
Legal education currently places too much attention on a narrow range 
of professional roles. Law schools train students to be practitioners, 
primarily serving individual and corporate interests within the context 
of a conventionai law firm (typically in large partnerships), or to be 
law professors. There is insufficient emphasis on public service or 
community service law. (p.27) 
Note: Participant comments in respect to SLA will be wvered in greater detail in 
Chapter 4. 
4) What does the phrase, "to think like a lawyerrt mean to you? 
The study of law is something new and unfarniliar to most of you - 
unlike any schooling you have ever been through before ... You corne 
in here with a skull full of mush. You Ieave thinking like a lawyer. 
Professor KingsfÏeld 
(Paper Chase - 20th Century-Fox, 1973) 
This quotation about the study of law at Harvard reflects the almost archetypal ideal 
of a law school education. In fact, articles about the teaching approach taken by 
Kingsfield, who is itctually a fictional character, have formed the basis of serious 
academic discussion - Kingsfield and Kennedy: Reappraising the Male Models of Law 
School Teaching (Hanak1988) Yet "fictionw reflects "fact" in this instance as most 
participants identified that the key purpose of law schools was to teach students to 
"think like a lawyer." There was generally a consensus that the legal education 
process had been successfùl if the graduate left law school thinking Iike a lawyer. 
According to MacFarlane, (1985) the phrase, "to think like a lawyerw was familiar to 
most people in legal education. 
Learning to think Iike a lawyer is one of the more overt ways which 
students are socialized into the profession of law. The socialization 
process begins on the first day when the students are told openly and 
with pride on the part of the speaker (faculty or administration) that 
they will leam to think Iike lawyers and they will never be the same. 
(P. 198) 
A book entitled, "Thinking Like A Lawyer" was published in 1996 written by a 
professor at the Thomas Jefferson School of Law (Vandevelde: 1996) and it begins 
with the following definition; 
The phrase ' to think Iike a lawyer" encapsulates a way of thinking that 
is characterized by both the goal pursued and the methods used ... The 
goal of legal thought ... (is) to identiw the rights and duties that exist 
between particular individuals or entities under a given set of 
circumstances. " (p. 1) 
There was a clear difference between "lay thought" and legal thought according to 
Vandevelde (1996) and while lawyers may no longer consciousIy remember each step 
of their thinking process, once they lm this new approach to thinking they ofien 
refer to the unique way that they receive and process information and descnie it in a 
kind of 'shorthand. ' Thus the use of the phrase learning to " think Iike a lawyer " in 
the legal education context: 
... thinking like a lawyer wentially requires begiming with a factual 
situation and, through . . . (legal analysis) arriving at a conclusion about 
the rights and duties of the persons or entities involved in the situation 
. . . (VandeveIde: l996:2) 
The ability to "think like a lawyer" has been most closely wociated with the ski11 of 
andysis. Law students are taught this through the application of altemate and often 
conflicting legal rules considered in a variety of fact situations and through the 
cornparison of specific cases. Analytic ability was the one product which legal 
education has claimed it cm deliver and there was generally not much debate on this 
point. Most participants included legal analysis in their definition of the phrase and 
they confirmed that Iaw school taught legal analysis. 
When Focus Group #1 participants used this phrase, the group members were asked, 
"What do you mean by the expression. "to think like a lawyer?" Participants stated 
that it meant: 
1) to be anaiyticai; and 
2) to tear things apart and anaiyze and apply key principles. 
Members of Focus Group #2 were also asked to identiQ what this phrase meant to 
them. but two probes were added so that the methods used to achieve this special way 
of thinking could be identified: 
Probe: Did law school teach you this? 
Probe: How does Iaw school teach you to, " think like a 
lawyer? " 
The probes helped to connect this common phrase to the educational process that 
occurs in law school. When participants referred to the purpose of a law school 
education, or when they identifed what they took away from law school, almost al1 
referred to a different mind set which seemed to encompass more than simply 
acquiring analytic skills in thinking. In fact, it was occasionally referred to positively 
as a sociaiization process or more negatively as a type of brain-washing. ("Saran) 
In Focus Group #2, it was identified as thinking analytically as well as being able to 
strip any emotion fiom consideration of the Facts when attempting to solve problems. 
"Saraw reflected that: 
In part, 1 think, " thinking like a lawyer" is being detachecl . . . (being) 
ernotionai or supportive ... that is not the best way to respond to a 
client. That is why they corne to you. They want a detached, analytic, 
view of the problem broken down into different categories of legal 
principles . . . 
Participants in Focus Group #2 also discussed whether this way of thinking was 
something that you wuld control or "mm off.' The majority concluded "No" as 
indicated by the following two comments; 
1) "Brad": "... (you) can't switch it off at the end of the day and 1 
continue to crossexamine my farnily and fnends . .. after awhile they 
Say enough with the questions! - You just can't turn it off!" 
2) "Ella' in agreement stated: "1 think that's so me. Even when 
you've stopped practicing for some period of time." 
It was apparent from the comment made by "Ella" that leaming to think in this 
manner seemed to become a permanent part of a penon's charmer. It did not seem 
to diminish over time even when the individual was no longer involved in the practice 
of law. It was a difference that was not just experienced by the individual but was 
also recognized by others as being unique to the profession of law. 
"Dawn" was no longer practicing law and had for several years worked in an 
alternate career. Yet she found that when she taiked to strangers as part of her job 
they sensed that she had legal training: 
... after about 3 minutes on the phone the question would be - "Are 
you a lawyer? You sound like one!" - so it does, it changes the way 
you look at things. 
"Greg" agreed and went on to say that while it was true that other professions use 
similar skills of analysis and questioning, there was still something unique about the 
way lawyers view the world which has been confieci by independent obsewers: 
. . . it is an impression that people have, because as we have said, 
people cm identify that you are a lawyer, from the way that you talk to 
them. 
He pondered later in the session whether that was because, "As Iawyers we may 
completely ignore the emotional content of the situation ... I hope that is not the way 
we practice but (it is) the way you are taught to think in Iaw school . . . " . 
In response to the question on how law school taught them to " think like a lawyer " , 
Focus Croup #2 participants were unanimous in their belief that it was the pressure of 
100% final exams. Law school teaches you to "think Iike a lawyer" - "By flunking 
you if you don't! " according to "Mary". "That's it, next question! ' declared "Jaken 
indicating that "Mary's" response was the cumplete answer to this query. Participants 
in the one-to-one interviews had somewhat more to Say about the issue of learning to 
think like a lawyer. As a rule they dealt less with the threat of exams and provided a 
broader perspective on the process of how law school actually accomplishes this 
objective. A summary of the responses of the participants in the one-to-one interviews 
are listed in Table 2.4. 
Table 2.4: "To Think Like A Lawyer" 
Summarized responses of the one-to-one interview participants to the question: 
Question: What does the phrase "To think like a lawyer" mean 
to you? 
Probe: How does law school teach you to think like a laver? 
To thhk in shades of grey - not black Pre-disposed to think this way before 
and white. Able to argue both sides. law scbool. Leamed tbrougb debatkg, 
Analytid. mooting, Listening to both sides and 
class discussion. 
Analytical thinking. Objective. 1 Reading csss and f i m g  out what 
was &priant in the cases. 
Look for resolutions. Narrow thinking - Exam pressure. Through articling 
need to avoid this. Giving clear advice. experience. Briefing cases and class 
discussion, Professor anaiyzing cases 
and the socratic methoci. 
Procedures versus results. Focus on the 
consequences* 
* 
Dispassionate. Analytical, Code of 
conduct. 
Table 2.4 















Leam the language and lexicon- 
Introduced to a 
male/rationai/iirialistic philosophy. 
Try to pin d o m  teality, tmth and 
reason, 
Be broad-minded. Keep op-minci to 
suggestions - cannot adopt a narrow 
view. 
Aiways chinLing of solutions. 
Lagical. Reamaed. Unbiased. 
Unemotional. Very objective context. 
- -- - - 
Approach human situaiion by distilling 
Eacts relevant to a &en court. 
Think analyticaiiy. Facts - cut to the 
heart Dispassionate and objective. 
Being a litigator equals trrlcing an 
adversarial approach. 
"B-Sn phrase - No one hows what it 
means or everyone has a ciiffixent idea. 
To think anaiyticaiiy, sometimes too 
analytidy without intuition or context 
about peoples probiems. 
Logicai/dytical thinking. AbIe to boil 
down to basic problem. 
Organize abolutely everything and 
reduce to what is d y  important 
How Is This Taught? 
Focus on procedure and Litigation, 
Anaiyzing cases. Professor discussing 
cases- 
Reading, digesting and identising 
principies of law. Discussion in class. 
Socratic method. 
Through pedagogical approach taken in 
case metbod of teaching. Texts wrimn 
by judges or lawyers ami students are 
not exposed to critical perspective or 
texts written by non-iawyers. 
Philosophy courses more instructive 
than Law courses. Law school was 
black & white / actuai practice is grey. 
Bombardeci with cases and how 
disputes are hancileci. 
Reading cases. Analysis, Examine 
reasons for decision. Jurisprudence. 
- - 
kture. Ornithg ail human ekments, 
Reading cases. 
Too much emphasis on how to think 
like a lawyer in law school. Need to 
think in broader terms and remember 
emoàooal and social context, Law as 
an objective study is a fiinmsy. 
Cases you read. Analyze end d t  
(ody tip of the ice-berg). Learning 
abseract concepts witb no mot in 
practical Li&- 
Soiving probiems through analysis. 
Case Methoci 
Law saidents have pre-disposition. 
Build Edcts to support argument. 
To Thin. Like a Lawyer (Commenrary) How Is This Taught? I 
I 
CharIes 
1 Timothy 1 Ability to give advice & solve problans 1 Examimion procm - 100% nnals. 
Naulie 
Geurge 
5) How Was "Thinking L i e  A Lawyer" Taught at Law SchooI? 
d 
Anaiyze problems - find solutions. 
The majority of participants in the one-to-one interviews indicated that the key method 
To be able to see and argue both sides 
of an issue, 
Predisposition of law snidents, SkiU 
rnouided by law school. Repetitiveness 
of examining cases and solutions. 
Think analytically. 
of teaching students to "think like lawyers" was the study of case law. The case 
Lecture & discussion. M e r  points of 
view (Le. cnminal law) 
Case metfiod/fhct pattern. Anaiysis 
and prob1em solving. Socratic method 
and Mtid thinking, 
method should include substantial student involvement through extensive class 
discussion according to McKeachie et.al. (1986): 
The case method, like other discussion methods, falls toward the 
unstructureci end of (the) continuum of methods. The teacher's role in 
the case method is primarily to facilitate discussion - questioning, 
listening, challenging, encouraging analysis and problem solving, and 
proposing hypothetical situation to test the validity of generalizations. 
The student's task involves anaiysis of the case, distinguishing relevant 
fkom irrelevant details, and arriving at reasonable hypotheses or 
conclusions. (p.68) 
The majority of participants cunfmed that the case method was used in law school 
although some professon used only the lecture method. In those situations students 
learned primarily through reading and analyzing cases on their own and through 
following the legal reasoning of judges as it was presented in class. Discussion about 
cases in class or student debate which reviewed different perspectives of legal issues 
were specifically mentioned as very beneficial by five participants. The Socratic 
method which has been commonly associated with the review of case law was 
identified as being critical by only three participants. Finally, there were just two 
participants in the interviews who agreed with the participants of Focus Group #2 and 
identifiai 1 0 %  final examinations as being the necessary ingredient in teaching 
students CO " think like a lawyer. " 
Of particular note are the three participants who indicated that they felt "thinking like 
a lawyer" was a predisposition that law students brought with them to law school. 
There has been some research literature in support, finding that certain types of 
people are attracted to law and are admitted to law school programs. (Alvi et. 
al: 199 1; Pearce Report: 1987;Matas et.d. : 1985) It rnay be appropriate, however, to 
conclude with the caution voiced by "Jonathan" that while law school did teach him to 
" think l ike a lawyer " - " . . . there is too much emphasis on that in law school. " 
SUMMARY 
The objectives of any education program can be classifieci under the three broad 
headings: skills, knowledge and attitudes. Al1 three types of objectives should be 
considered in the development of cumcuIum but this has been a concept that the law 
faculty, coming from a traditional liberal univenity perspective, has had limited 
success in achieving. Legd subjects are currently taught by concentrating on 
substantive knowledge and a limited skill-set (i.e. legal analysis). These are areas 
where law schools have excelled and the participants were generally in agreement that 
the law school demonstrateci competency in achieving these objectives. But the iaw 
Faculty should, according to participants, aim to teach more than current case law and 
the ski11 of legal analysis. As students, participants entered law school expecting to 
receive a broader education. One that would encompass a full-range of lawyering 
skiils. 
The recummendations of participants corne at a time when law schools are subject to 
increasing internai and extemai pressures and the transformation of legal education 
has to take the following factors into account: 
a) members of society are becoming more sophisticated regarding legal 
rights and demanding better legal services; 
b) the university has experienced deceased funding at the sarne time as the 
demands for accountab ility have increased ; and 
c) graduates of law school have expressed disillusionment with law school and 
the practice of Iaw as both have failed to measure up to their expectations. 
These serious concem can be addressed, in part, by considering the guidance of 
graduates. Providing a balance of practice and thwry was a theme repeated many 
times by participants although their responses were generated from questions 
concerning various aspects of the legal education experience. It s hould be unders tood 
that a broader or more practical orientation need not transforrn the law faculty into a 
"tradew school. Nor does it simply refer to clinical experience although that should be 
available and encourageci for every student. Rather students expected that they would 
be exposed to a broad range of educational opportunities. This should include 
research. analys is and writing experience through to practical instruction in the Iaw 
with the opportunity to interact with practicing lawyers. 
Law schools should make efforts to set objectives that will foster the skills. 
knowledge and attitudes necessary to help the student serve "averagew clients in the 
future. This can be done by combining theory and practice and providing 
opportunities for students to satisfy their altruistic motives for attending law school in 
terrns of helping others in clinical settings. The following chapters will consider this 
theme in greater depth. These changes could be sauctured so as to have littie impact 
in terms of increased cost for the law faculty yet by addressing the needs of students 
and society, a better quality legal education should result. 
TEACHING AND LEARNING DYNAMlCS 
The airn of teaching is simple: it is to make student leaming possible ... 
higher education will benefit if those who teach enquire into the effects of 
their activities on their students's learning ... changes in how we think 
about and experience teaching are crucial to improvements in h igher 
education. (Ramsden: 1992:~ -5) 
INTRODUCTION - "FORMAL" LEARNING EXPERIENCES 
The qudity of legal education was primarily judged by the students' assessrnent of the 
teach ing-learning d ynamic. niere was a consensus arnongs t participants that both 
teaching and leaming can and should be improved. There was also a clear comection 
between student leaming in law school and the quality of instruction. 
In this research study, it was important to listen to what participants had to Say about 
their experiences as students. Comments were gathered about the elements of good 
teaching and the impact that different teaching styles and methods had upon personal 
learning . Participant experiences were a critical component in the consideration of 
how to improve teaching, and forma1 leaming fiom the point of view of the student. 
Most participants found that good teaching encourageci high qudity student learning 
and participants consistenrly identified the quality of instruction at law school as being 
an important part of a quality legal education. 
Development of Questions 
Focus Group #1 considered many aspects of a quaiity legal education but the majority 
of comments focused upon the formal learning experiences of law school which 
included classroom instruction and rnethods of evaiuation, In order to refiect this 
emphasis several questions were developed which explored these themes further in 
Focus Group R and in the one-to-one interviews. In order not to narrow the focus of 
the study participants were initially asked simply to evaluate their law schoo t 
experience. One of the initiai questions was purposely broad and open-ended and this 
allowed participants to comment on any aspect of their legal education experience: 
Question: What is your over-aii assesment of your law school as an 
educationai experience? 
In order to delve M e r  into the teaching and learning experience a number of probes 
were developed. Participants were asked to give: 
1) examples of effective teaching ; 
2) examples of effective leaniing strategies; and 
3) further details on any other factors which influenced their experience of 
teaching and learning at law school. 
Focus Group #1 had identified that a key tension or dilemma was the fact that while 
most students go to law school with the intention of Ieaming how to practice law, the 
instructors tend to be acadernically oriented. Once identified as a factor which 
potentially influenced the learning experience, questions were developed to explore 
this issue m e r .  First participants were asked if they had noticed any differences as 
students between instructon who were full-time academics and those instructors, 
generally practitioners, who are part-time sessionai or adjunct instructors. The initial 
inquky was kept purposely general so as not to influence the responses in any way. If 
the participant identified any differences then they were asked if they had a preference 
and encourageci to provide M e r  information on their preferred orientation of 
instructor. 
The educational developments considered to be part of a standard legal education 
were also considered important to include in the study. Hartwell & Ham~ell (1990) in 
k i r  observations of law school classrooms, noted that "Tradi tionally law professors 
use a Socratic approach to teach their students.. . " @ -509). As this method of 
instruction was identified in the iiterature on legd education as a method that had 
been developed and in use since 1870 to specificaily teach law students (Teich: 1986), 
it seemed appropriate to ask participants about their experiences with the Socratic 
method. The following question, which as ked participants to consider their reac tions 
to the use of this teaching method, was therefore developed: 
Question: What was your experience with the "Socratic method" at 
law school? 
The Socratic method was not defined for participants when asking the question, 
however, oniy one participant appeared unsure of what this meant and stated that she 
had not experienced it during law school. Participants were also encourageci to discuss 
the other methods of instruction used in law school through the use of appropriate 
probes. 
Participants in Focus Group #1 had spoken at length about the cornpetition in law 
school and the key role that marks played. This led to a general discussion on systems 
of evaluation and particularly the impact of low marks upon students. Group members 
proposed that the strong, and often adverse, feelings about evaluation which law 
students experienced was due to the fact that ail students who enter law school are 
used to receiving above-average to exceptionai marks. One particularly stressful 
incident raised by a member of the group involved a student who was fmt verbally 
abusive, and then physically abusive, of an instructor who had given him a poor 
mark. While this was clearly an isolateci and extreme incident, members of the group 
agreed that it was illustrative of the type of pressure that each one of them had felt in 
respect to cornpetition for, and importance of, marks. It was therefore critical to 
include a question which elicited comments from participants about the marking 
system or methods of evaluation usecl at law school. A M e r  probe was used to 
elicit the participants opinions on the legitimacy of the assessrnent methods utilized in 
accurately reflecting the quality of learning. The question and probe were: 
Question: What cornrnents do you have on the marking system and 
methods of evaluation used at law school? 
Probe: Did marks accurately r e m  your Iearning (in a particular 
course)? 
Finally, as Focus Group #1 had referred to specific ways to improve the teaching and 
learning dynarnics in law school it was thought to be important to give other 
participants a similar opportunity to reflect upon how their legd education experience 
could have been improved. An openended question was developed which concluded 
the review of the formal teaching and learning experiences in law school. 
OVER-ALL ASSESSMENT OF TEACHING & LEARNING AT LAW SCHOOL 
Most participants gave Iaw school a fair1 y positive assessment. Several commented 
that it was either a "prew goodn or a "positiven experience. There were a few who 
found law school quite negative, however, and others who were non-comminal. 
Drawing on the experience of the participants there was certainly room for 
improvement. The "Quality" paradigm was found to be usehl and it provided 
guidance in analyzing the comments of participants. 
"Total Quality" and the Improvement of Legal Education 
Tzannes (1994), stated that business was far ahead of education in understanding the 
principles of the "Total Qualityn Movement. Educaton are only slowly becoming 
aware of the significance of the concepts such as Quality Assurance. Tzannes 
( 1994: p -58) noted that, 
Quality assurance is sometimes confuseci with the concept of ... course 
evaluation, (however) Quaiity assurance goes much further ... Quality 
assurance is pro-active in that it establishes systems designed to prevent 
... fidure. 
In respect to improving the systems of teaching and instruction, these terms were 
defined broadly and included many aspects of the professorial role as identified by 
participants. Consideration was given to the design of curricuula, the choice of content 
and methods, the various types of teacher-student interactions, and the assessment of 
students. 
Ultirnately the words used to desmie excellence or quality in higher education are of 
little consequence according to Conrad & Blackburn (1985) who found Iinie 
difference between terms used. The key criterion was in the striving for higher 
standards no matter how defined. 
When it cornes to the concepts of excellence and quality ... (the) two 
terms are essentially interchangeable. Like quality, excellence carries 
with it a dimension of style, not just an outstanding achievement but the 
manner in which the accomplishment is achieved. Both excellence and 
quality imply the highest standards and an unwiIIingness to settle for 
anything less than that which could be achieved. (p.287) 
While the central focus of this snidy was to assess the law school experience frorn the 
perspective of "qudity", participants did not suggest that law faculties were in any 
way unique with respect to the need for improvement. In fact, many participants 
comrnented upon recent changes which have significantly irnproved legal education. 
Yet, one of the key principles of "Quality Assurance" which helped the Japanese 
achieve unprecedented business success was the objective of " continuai1 y improving " 
a system, no matter how successful it might be at present. There was no conception 
of a pre-existing limitation or ceiling which would Iimit efforts at self-study and 
improvement. According to Tzannes (1994 at p.58) the strength of the Japanese 
"Quality" prograrn, was the eventual goal of dantotsu; the aim to become the "best of 
the best." The continuing need for reexarnination and improvement was stressed. 
Therefore, while many aspects of legal education were perceived as positive, there 
were still several areas identified that law faculties could aim for improvement if the 
standard adopted was to becorne the "best of the best." 
For example, three of the participants were non-cornmittal in their response to an 
over-ail evaluation of their Iaw school experience. They stated that it was impossible 
to assess the experience without fust esestablishing a defined purpose of law school. 
Without reiterating the discussion in Chapter Two, these participants indicated that 
law school had certainiy not prepared them for the pracfice of law. Based on this 
criteria, which they suggested could be a legitimate standard, they would not have 
rated law school positively. 
According to Diamond, M.D. (GilIerx1990) in a review of the psychological 
problems of law students, he found that law school often required an adjustment in 
student expectations or the individual would find that law school was a very 
disappointing experience. He observed that, 
The law student enten law school with the expectation that, in the 
space of three years, he will learn the substance of the Iaw and that he 
will acquire a self-image of a lawyer. Inevitably, the student is 
disappointed and becurnes mistrated and depressed. Depending upon 
his predisposition and temperament, he may blarne himse!f, he may 
blame his school, or he may blame both. (p.63) 
Participants provided support for Diamond's contention that disappointed expectations 
resulted in a more negative view of law school. "Demis" and " Peggy " echoed an 
opinion voiced at Focus Group #l when they stated that law school bad been a 
"narrow" experience. Both found that it had not met theû expectations although 
"Demis' was more critical of the lack of clear and honest objectives. He believed 
that law school should strip away the arcane and simply reorganize as a "trade" 
school. " Peggy " on the other-hand found that law school did have a clear purpose but 
it did not live up to her expectations because she was unable to relate to the corporate 
climate with its over-emphasis on business Iaw and making rnoney. The only positive 
experience she related was working for a term in the Criminai c h i c  where she 
comwted with fellow students and found that the work helped other people. 
In some instances even the more positive assessments were somewhat qualified by 
additional comments made by the participant. As one example, "Jonathan" qualified 
his assessment that he had found Iaw school to be a very good experience 
educationally, by noting that, "The time you spend in a classrwm is oniy a . . . very 
srnail part of the law school experience." While he recognized that classes were a 
significant component and that there was aiways room for irnprovement, he cautioned 
that , 
If you only went through Iaw school and just attended the classes, and 
that's it, 1 think that it would be a very narrow experience because it is 
so stnrctured and so, so nanow. I don? think it would be fulfilling at 
ail! But it was many of the other things in law school, the socialization, 
the Student Legal Aid (SLA program) . . . debate with fellow-students 
. . . undergoing the moot court experience . . . those are al1 parts of the 
broder experience that 1 thought was quite valuable for me. 
This idea that the most significant educational expenences in Iaw school often take 
place outside of the class-rwm is an issue that will be explored further in Chapter 
4 - "Informal " Leaming. 
Emphasis on the importance of the "formaIn learning experience in detennining a 
quality legal education in law school was best illustrateci by a comment made by 
"Benjamin". It was an interesting contrast to "Jonathan's" over-al1 assessment of his 
Iaw school education which encompassed both the formai and informa1 leaming 
experïences. "Benjamin" responded to the same question by focusing entirely on the 
" fonnal" leming which took place in the class-room. He tied his over-al1 assessment 
of the educational experience to the quality of instruction when he stated that 
. . . some classes were incredibly meaningful. Some were incredibly 
meaningless, and it depended ... not on what the subject matter was, 
but on the instmctor. G d  instructors meant good courses, meaningful 
courses . . . criminal law wasn't inevitably a meaningful or meaningless 
subject, it depended on who your instructor was. 
Many participants similarly voiced their opinion that "formal" instruction played a key 
role in determining the quality of their educationai experience at Iaw school. 
Effective Instruction 
There was essentially no disagreement amongst participants that effective instruction 
was a necessary part of a qudity legal education. Participants in this study while they 
indicated that they could leam even in situations where the instruction was poor, 
identifid effective instruction as king a critical factor in facilitating learning. "Dona" 
a participant in Focus group #2 expressed her belief that she could leam 'in spite of' 
poor instruction when she stated, "1 think 1 had some of the worst teachers that I've 
ever had in law school, which is not to say 1 didn't l e m  the material." She continued 
by referring to a specific example of an inadequate insmctor and indicated that she 
was able to leam despite this individual but cautiowd "Mind you 1 oniy Iearned 
enough to pass his exams!" 
Other participants in Focus Group #2 agreed with " Maryw when she commented that 
"In some cases iristructors were good and the quaiity of instruction was high . . . " but 
there was also agreement when she cuntinued with her second observation that when 
the instruction was sub-standard "... going to classes actuaily hurt you in terms of 
trying to l e m  the material." Many participants commentai that it was preferable to 
"skip" classes when the insmictor was not effective and there was littie to be gained 
by attending. Despite their apparent ability to leam the material without assistance 
where necessitateci by poor instruction this was obviously not the preferred choice. 
Rather, participants expressed their wncem that the importance of iiistruction was not 
recognized by the law faculty and they made many specific suggestions for irnproving 
the over-al1 qua1 ity of teaching . 
When participants were asked what they had thought was a necessary part of an 
excellent legal education many referred to the key role played by the iwtructor. 
"Heather" responded to this query by saying that: " . . . teachers who care and teachers 
who can cornmunicate clearly and who ûeat the students with respect" are absolutely 
critical. 
Faculty members must be able to communicate knowledge. This has been recognized 
as absolutely essentiai to the existence of institutions of higher leming including the 
university. According to Mathis (1979), "A college or university is judged by the 
performance of its faculty; and the quaiity of educational programs is directly related 
to the behaviour of faculty members, especiallv their effectiveness as tachers." 
(emphasis added) Unfortunately most facuit- members have only acquired an 
expertise in content area and have no formai training as educators. Professors are 
genedly recruited based upon their academic credentials and are seldom selected for 
their proven ability to teach. As a result, the professor who is solely a content expen 
may not have either the background or the inclination to prepare for the diverse roles 
which are necessary to facilitate learning. Without wnscious attention to the 
educational process there is unlikely to be a successful transference of the knowledge 
which the content expen possesses. 
Many academics have assumed that their role of communicating knowledge can be 
satisfied by the research and publication functions of faculty. The ability to teach and 
transmit information to students has often not been vaiued as an essential quality of 
academic responsibility. The "Smith" Report (March, 1990) which summarized the 
findings of the Independent Commission of Inquky set up by the Association of 
Universities and Coileges of Canada identifiai as a primary issue, the statu of 
teaching in universities. Dr. Smith stated bat, "...teaching is seriously undervalued at 
Canadian universities and nothing las  than a total re-commitment to it is requked." 
(Ahmad, 19923)'. 
In fact, Blackburn (1991:364) afkr a thorough review of the Iiterature concluded that, 
compared to the studies on the scholarly output of faculty, research on the teaching 
l This issue was addressed in an open letter to the Preeidents of Canadian 
Universities, where Ahmad (1992 : 3) and colleagues expressed their concern over the 
fact that faculty are encouraged to neglect teaching in preference of research and 
publication. 
role of faculty was quite restricted in scope. The Iack of value accordeci to the 
teaching role of the university professor was found to be an issue in the faculty of law 
similar to the problem identifid in other faculties of higher education. 
The whole issue of effective instruction in Iaw school has been discussed in several 
articles and books (Gold: 1992, LeBrun: 1994, Ramsden: 1992) but there is resistance 
by some law instructors to take the time necessary to review, revise and irnprove their 
course delivery. Despite a good deal of rhetoric about the importance of teaching 
excellence, traditional scholarship was still found to receive more rewards than does 
innovation in education (Moses: 1988). As a result many academics have chosen to 
spend more time developing their research profile at the expense of improving their 
expertise in teaching . 
This did not go u ~ o t i ~ e d  by the students. When "Heather" spoke about the 
importance of instruction she also stated her concern that other demands on law 
professors interfered with the time they were able to devote to the teaching role. She 
".  . worried about the effect on the quaiity of teaching (by) having rigorous 
requirements for publication and other involvement in the University. " 
"Lynnen also noted that an excellent faculty is critical to an excellent legal education 
but she clarified this statement by adding, '... and when 1 Say that, 1 rnean good 
teachers as opposed to well-published people who have been high achievers and have 
Master's degrees." Although she recognized that these attributes may not be rnutually 
exclusive she was concernai that, 
. . . there is a real drive to get people (who) are considered to be the 
best and brightest without giving wnsideration to their teaching ability. 
Because if you m't pass the information on, it's really not much value 
to your students. Good teaching is the most important thing! 
Through many similar comments made by participants, the findings of an earlier 
study by MacFarlane (1986) were reflected. MacFarlane explored the personae of the 
"ideal" law professor through the perceptions of both students and Iawyers and found 
that neither valued the legal research and writing function of a law professor. Students 
and lawyers alike rejected the notion that research and writing were an important or 
worthwhile activity and neither was seen as a necessary attribute of an "ideal" law 
professor. MacFarlane (1986) found the antipathy surrounding this issue surprishg as 
it appeared to extend to any activity which might orient the professor towards a 
"cloistered academic life. " 
Research and writing is not only unacclaimed, but dso is specifically 
rejected . . . it is perceived to be a bookish, intellectual activity divorced 
from the real world of training for the practice of law. 
... Certainiy no perception exists of any contribution of writing and 
scholarly activity to classroom teaching. Given this break in the link 
between writing and teaching, one should not be surprised that students 
and practitioners believe the professor should wncentrate on classroom 
duties instead of what are seen to be personal, tertiary pursuits. (p. 104- 
105) 
Whiie MacFarlane recognized that the results of his study would meet with the 
disapproval of the law faculty he justified publication of his research with the 
statement, "Some professors may be outraged by this finding, but their discomfort 
does not alter the existence of the perception held by students and practitioners." 
( p  105) 
MacFarlane also found that the role of service to the larger cornmunity was also 
considerd unimportant. "A professor in any discipline in a university has three 
generaily accepted duties: teaching, writing, and service. Students and practicing 
lawyers have rejected two of these three duties for their ideal law professor personae. 
Al1 that remains is classroom teaching . . . " (p. 105) The implication of MacFa.rlaney s 
research findings are that the law professor only exists in the minds of law students 
and lawyers as a creature of the classroom to be judged solely upon performance of 
tbat role. 
Despite the clear message that class-room instruction was considered a critical 
element according to both students and practitionen, some law professon have 
claimed that any push to improve teaching effectiveness is an infnngement upon their 
academic keedom. But Gold (1992) countered this argument by stating that this was 
an inappropriate justification of poor education practices. 
... no one doubts that a person should be protected in his controversial 
opinions ... but the freedom has been extended beyond the privilege of 
comment to controlling the contents and teaching methods of a subject 
or course of study. Academic fieedorn has been used to justi@ racist 
and sexist language and other instructional behaviours, to promote the 
right not to teach an agreed component of a syllabus, to refuse to adopt 
varieci teaching and assessment methods, to preclude the evaluation of a 
course or a partkular instmctor's delivery 
.. . The interest of academic freedom is to provide opportunity for free 
comment and exchange without rïsk of sanction or discipline, it does 
not substitute for curriculum development, instructional design or the 
assessment of learning ... (p. 109) 
Renner (1995: 146) was much harsher in his criticism of the use of academic Freedom 
to justie poor educational practices. He commented that academic freedom has now 
simply become the f i d o m  to be an academic. He contrasteci this with other more 
collaborative methods of leaming, 
. . . (which) start with the decision by teacher and student to share an 
academic goal . . . match(ing) the needs of both the student and the 
teacher. This muniality is far different than when academic &dom 
means my right as a teacher to do what 1 want and your right as a 
student to forego the credential that only cornpliance will bring. 
(Re~er:p. 11 1) 
MacFarlane (1986) identified in his study an interesting phenomenon. He found that 
the self-personae which law professors develop in the course of their career was not 
only different, but it was in many ways wmpletely opposite to, or in the words of 
MacFarIane "hostile ton the ideal law professor personae as identified by practicing 
lawyers. Law professors and Iawyers as a group seemed to have littie or no 
undentanding of each other. Law students identified with a personae of an "ideal law 
professor" that was somewhat in the middle ground. When they began law school 
they identified more with the personae of the ideai professor that was initially nearer 
to the professors' ideal. Gradually, however, throughout law school, students moved 
towards the practitioners' ideal. Apparently the three years of exposure to legai 
instruction resulted in students identifying las  and less with the ideal professor 
personae as perceived by their law professors. 
MacFarlane (1986) speculated that the divergence between the professors ideal self- 
image and the ideal personae of a professor that both students and practitioners hold 
rnay by the result of the current state of legal education. Students and practitioners 
may be distanced from a realization of the full role of the law professor as a result of 
the larger size of classes and the impersonal nature of the tacher-learner relationship 
where the full work of the professor was not known. 
The two possible explmations of the antithetical divergence of perceptions were stated 
by MacFarlane as being: 
1) the result of large classes; and 
2) the impersonal nature of the teacher-lemer relationship. 
Faxis Group #2 participants made the following comments which shed further light 
on these two issues: 
Class-size: 
Several participants agreed that smailer class size would have improved their legai 
education experience. ("Saraw/" Ella" ln Jake" ) While "Kent" agreed that small classes 
were beneficiai, but he cecalleci one particularly effective professor in his 
undergraduate years who had established rapport with even larger classes than existed 
in law school. "One of the reasons that 1 don't reaily accept the size excuse is that in 
under-grad . . . (Prof. narne) was everybody's friend and he had hundreds of students. 
Size does not have to be a barrier!" 
lmoenonal relationship between teacher and leamer: 
More than one participant agreed with the statement that it was critical to have ".. . 
teachers who are accessiblew ("Brian") but comments of other participants indicated 
that this expectation was often not met. In fact, memben of Focus Group #2 
discussed the actual physical plant of the law faculty as being designed in such a way 
that it isolat4 the instnictors from the students. Acairding to "Gregw , ". . . they 
almos t built that building to create a barrier berneen the faculty . . . " In terms of 
acwss to instnictors, it was noted by "Mary" distance could also be established on the 
basis of personal availability and she mmmented that there were some professors who 
were " . . . willing to be accessible to students who had problems (and others) who 
would treat any kind of question after class as a kind of intrusion." 
Certainiy there was a broad spectmm of feelings associated with the relationship of 
students to faculty. "Ella" commenteci that she had always felt, ". . . that the tone . . . 
the basic tone was intimidation ... 1 felt very intimidated in class.' Another member 
of Focus Group #2, "km", reflected that there was, ". . . a learning culture in 
different schools, in different fanilties. Like a tradition of what the faculty was as a 
whole." According to "Joan" the interaction of students and professors was therefore 
critical as this established the climate for that faculty. 
KEY PRINCIPLES OF EFFECTIVE TEACHING 
Participants in Focus Group #2 and the one-to-one interviews were asked to give an 
example of effective teaching. If no information was forthcorning, the participant was 
asked to recall one instructor and describe something that this individual did, that 
reaily "worked" for them in t e m  of assisting their leming. 
In considering what qualities were associated with his most exceptional instmctor, 
"Kent" cornmented that it was the combination of an excellent teacher in a small class 
seaing and both "Joan" and "Jakew agreed that srnall sections were superior class- 
room settings. The participants in Focus Group #î not oniy saesseci the benefits of 
smaller classes directly, but also indirectly, by selecting as examples of effective 
instruction those individuais who had taught them in "smail sectionw cIasses or 
seminars. Part of this can be attributed to the traits of particularly effective instnictors 
which were identifiexi as including organizational skills, clarity, knowledge of subject 
area and enthusiasm. Some or dl of these characteristics may have been more easily 
demonstrated in smaller settings which were more conducive to student-teacher 
interaction. The importance of smdler classes and the comectedness of the teacher 
and the learner was best illustrated by the observation of "Jorn" who stated that 
students in small classes could be more involved in the leaniing process, 
... getting back to why I enjoy small sections so much, (it) has to do 
with the variety of tasks that were demanded of us which didn7t include 
necessarily the lecture-only (teaching) style . . . that was really 
imponant 
While teaching required a particular skill-set, this did not necessarily equate with the 
academic prowess of the insmctor according to "Ella", who declared that, '. . . I 
know that there are a lot of intelligent people who are very bad teachen. " 
"El1aw believed that, "Teaching is an art." Factors that were identifieci by the 
participants seem to indicate that if it is "an artw, it is an art that can be learried, at 
least in part. There were many attributes of an excellent instructor that had tu do with 
organization and enthusiasm as with innate personality characteristics of the 
instmctor . 
For exarnple, "Sara" commented that the b a t  instmctor she had was an intelligent 
man but the most important criteria is that he was interested in the materiai he taught. 
She contrasteci this with instnictors who did not keep curent or make any effort to 
respons ibl y teach the subject : 
... there were some professors who I do not think had updated their 
materials for 5 or 10 years . . . and I make no comment on their 
intelligence because you could not tell (based on) what they were 
do ing . 
Others in the group agreed that it was important for the instructor to know the S U ~ J ~ C ~  
area. " Jakew remarked that it was also important for instnictors to star t  with the basics 
and give the studena something to build on rather than going off on "tangents." 
While the reviews on the quality of instruction were mixed in Focus Group #2, 
" Jake " was quite impressed and in response to criticisms about the qualiw of 
instruction in Iaw school, he stated bat, 
Over-al1 1 thought that the calibre of teachers at (iaw) school ... was 
better than the teachers that I had in undergrad mowever it) ... is just a 
fact of life going to university, a lot of people don't like to teach but 
they have to teach. 
Another participant, aiso attempted to counter-balance one of the more negative 
remarks made about law school instruction - that teaching was simply viewed by the 
faculty as a necessary evil of geaing their pay cheques. "Brad" responded with the 
observation that there were many professors to whom this did not apply and that the 
majority were trying very hard considering that, 
.. . I'm not sure that professors generaily at university are taught how to 
teach. I think in law school there are a lot of professors who are 
teaching out of their fields of expertise so they neither have the interest 
nor the ability. 
He continued by saying while individuais may struggle against these factors he was, 
". .. not sure that they're given the toolsw and concluded by stating that "1 am not sure 
we were the most appreciative audience either." WhiIe an appreciative class may be 
easier to satisfy, the Iiteratwe would support the premise that good teaching 
encourages high quality student leming and there is always room for improvement in 
the critical role of the professor. According to Ramsden (1992), it is unfortunate that, 
It suits many lemers to believe that because learning is ultimately the 
student's responsibil ity , effective teaching is an indeterminate 
phenomenon. There is a cherished academic illusion, supported by 
abundant folk-taies, that good teaching in higher education is an 
elusive, many-sided, idiosyncratic and ultimately indefinab le quaf ity . 
(P 87) 
In fact, Ramsden (1992) has compileci a list of properties that instnxctors themselves 
identified as being key componentï of effective teaching. He cornbined this with a 
similar list developed fiom student experiences. He summarized the research findings 
in the "Six Key Principles of Effective Teaching in Higher Education". It was 
interesthg to note that attributes of effective instmcton w hich participants identified 
were easily categorized in five of the six principles identified by Ramsden. LeBrun 
( 1994) comp iled these prïnciples into the following summary: 
mage 6) 
is win8ig and abie to show respect and concent for 
students anb. their Iearajing; 
can provide appropriate feedback and assessment; 
offers intelledual challenge and qpedfies dear goals; 
engages shden*, active in thek Iearning, pipes them 
con&oL over lePrnmg and idependence;. and 
Le Brun et. a€ p.. no 
According to "Beatrice": 
There's something about good teaching no matter what the age is of 
people or the subject being taught, there are qualities of good teaching. 
They love their subject, they're enthmiastic. They give lots of 
ewnples. They don't read their lectures. They use a variety of 
teaching techniques. 
They don? always lecture. Sometimes they get (students) into srnaIl 
groups, sometimes you might do a little written exercise in class . . . we 
weren't exposed to many (different teaching methucis) in law school. ... 
in law school, the primary teaching method was lecture style . . . but 
even Iecture style can be captivating if someone is good at it .. . but 1 
think it's often not done overly well (and) it's probably used too much. 
While some have argued that teaching is an "art" which cannot be improved, 
Ramsden (1992) stated tbat, "The redity, as opposed to the mythology, is that a great 
deal is known about the characteristics of effective university teaching. " (p. 88) Wh ile 
he concedeci that it is complicated and there is no indication of a "bat way" to teach 
there are several principles that have been recognized. "The research supports what 
good teachers have been saying and doing since time immemorial. "@. 89) Ramsden 
(1992) wnsidered research studies that compileci the discrete attitudes and behaviours 
in insaucton that were identified as important properties of good teaching. The 
compilation of research results by Ramsden in the Key Princ@les of Effective 
Teaching was accwately reflected in the attributes and behaviours of a good instructor 
as identifid by participants in this snidy. 
Ramsden M e r  found that there is evidence to support the authenticity of students' 
views. He quoted two studies of evaluations of teaching in support and found that 
findings taken together, " . . . tend to undermine the widespread views that students 
confuse popular lecturers with good lecturers . . . " Further the belief that students 
carmot recognize good teaching due to the fact that they are not knowledgeable in the 
subject area or are not mature enough to recognize "what is good for themu is another 
myth of higher education. 
It is abundantly clear from comparative studies of graduates' and 
students' reactions to courses (se,  for a recent exarnple, Mathews et 
al., 1990) that anecdotes to the effect that bad teaching is really good 
teaching (when students reflen on it a year or so later) have no 
foundation in fact. Graduates rate the same courses similarly to current 
students. " (p. 90) 
When participants in this study recalled experïences as students they demonstrated that 
they were critical consumen of education and were not satistied with superficial 
"entertainment" in the classroom. Leaming had to taking pIace if the instructor was to 
be held in high regard. "Casey" is one example of a participant who criticized an 
approach taken by one professor and aithough he indicated that the time spent was 
"enjoyable", it certainly did not salvage the fact that the professor provided oniy a 
superficiai coverage of the subject matter. 
1 thought that he was fùnny and engaging, and then, I got out of 
contracts and r e a l d  1 know absolutely nothing about contracts. He 
didn't take, he never, ever took an overail view and exposed us to the 
whole thing, the big picture ... 
Each of the principles identified by Ramsden will be considered in turn by providing 
participant quotations which identiQ the importance of that elernent in respect to law 
Principle 1: Interest and Explmation 
In wnsidering this principle Ramsden (1992) stated that, 
Few people would disagree that a facility for giving clear explanations 
of cumplex subject matter is a mandatory part of a Iecturer's repertoire. 
It is evident that this facility can be learned (Brown: 1978) Even more 
important, however, would appear to be the related ability to make the 
material of a subject genuinely interesting, so that students find it a 
pleasure to leam it. (p.96) 
Participants - Positive characteristics identifed by Focus Group #1 rmged from 
personality traits such as a sense of humour to the ability of organizing and teaching 
an area of substantive law by fixing context with theory. But most frequently recailed 
by participants were insûuctors who were passionate about the a r a  that they taught. 
One example, concemed an individual who thought that their subject ara,  "... was 
just the best thing and he made you love it!" 
'-Ir: 1 think the very best professors 1 had were very clear. They were able 
to explain complicated principles in very clear language .. . they were also very 
enthusiastic about their topics so that they conveyed that enthusiasm to the students 
and it would catch on. 
'Temy": 1 think of the professors that reaily stand out in my mind is Judge 
( m e ) ,  she spoke so well and made her classes so interesting and made the cases 
corne dive for us . . . 
ffCharlesn: Property law is really quite boring. Out of al1 the fmt year courses 
that's probably the worst! But he could actually keep you interested ... he knew when 
peuple were getting bord, so he would do something maybe a Iittle bit silly ... he 
would personalize the cases . . . he could get you to relate to the problem . . . he 
worked on the strengths of the course rather than just teaching as a job. 
"Heathertf: Professor (narne) is a very good academic instructor (who) enjoys legal 
argument and the academic anai ysis, gers very excited about it . . . 1 remember 
watching him thinking he's really having a great time up there. 
"Mablefl: (an mample of @ d e  teaching) . . . would de finit el y be (from) one of 
my smaller courses where you actuaily had some interaction. I don? find personally 
that 1 leam well in a room of 250 people and somebody is just talking at me and 1 
have to spit back the same thing ... the courses that 1 iearned the most from were 
ones where the professors seemed impassioned about what they were teaching ... they 
were able to make law interesting and related to something that 1 could relate to. 
Prïnciple 2: Concern and Respect for Students and Student Learning 
Amrding to Ramsden (1 992: 98) " Research on higher education . . . underl ine(s) the 
vital importance of respect and consideration for students in effective university 
teaching. 
Key indicators include "honesty and interest in teaching" "availability 
and helping "students feel that a subject cm be mastered. "Teaching . . . 
requires developing a keen interest in what it takes to help other people 
l em;  it implies pleasure in teaching and associating with students ... 
(Ramsden: 1992:~. 99) 
Participants - The rnembers of Focus Group #1 agreed that one of the key attributes 
of a good insnuctor was "intellecrual honesty". One participant spoke about a 
parcicular professor who, ". .. didn't prepare for class, he just propoundedw. He said 
that the students recognized this immediately and simply didn't bother going to class. 
Memben of Focus Group #1 agreed that it was totally inappropriate for instnictors to 
use the class as a "soap-box" . 
" Natalie" gave the example of a busy practitioner who she felt was an exceptional 
instructor. He managed, despite his busy work schedule, to always be well prepared. 
He aiso exposed the students to a well rounded leaming experience by inaoducing 
many guest speakers fiom the legal community and covered cases by involving 
students in active discussion and analysis in class. The individual attention and 
concern for the students which h e  communicated was found by "Natalie" to be highly 
motivahg even when she knew that she would never practice in that area of the law. 
She stated that, 
.. . he was good at getting the class going in terms of saying - 'Okay, 
this is the principle. Now what about this situation? How would you 
argue that? What would you ask? . . . (he taught) the practical 
application of the theoretical. He knew his stuff, could apply it, (he 
had) tremendous presence @et) a lot of respect for the students . . . as 
many cases as he had on the go he was not tao impressed with himself, 
1 mean he wasn't there for you to say how great he was, he was really 
concernai with you understanding the Iaw and the process in courts . . . 
1 never missed that class - it was just facinating! 
Participants a g r d  that a tnily effective instnictor had to have not only the ability to 
make the course material stimulating to the class but also to be aware of when the 
majority of students were no longer engaged in Iearning. "Richard" cited the example 
of one professor who, 
. . . was a really great teacher in that he could tell when he was losing 
people . . . like one course (which) was after lunch, and 1 think a lot of 
people started to nod off, but when they did he would try to make 
things more drarnatic, and entertaining ... you would remember a 
concept partiy (because of) the way he drarnatized it. 
Insnuctors should aim to be student-centred as it is not in the b a t  interests of the 
student to focus on the rote of the teacher or place the instructors brilliance on 
display. Unfortunately some of the examples provided by participants set out 
situations where there was a clearly Iack of consideration for the students by the 
instructor. Particularly damaging were professon who demonstrated little concem or 
respect for student leaming by making no attempts to engage the students at their 
level of understanding. 
Instnictors were found to be more effective when the student's level of knowledge and 
their abilities were cunsidered when setting course objectives and preparing materials 
for class. "Casey" referred to one instructor who iilustrated the dividing line between 
challenging a class to acquire new howledge and simply demonstrating a lack of 
concern for student learning by choosing language and subject depth which were 
clearly inappropriate, 
1 never knew what he was talking about. And no one else (in the class) 
knew what he was talking about, because he (was) so full of himself 
that he was talking on a really high level, and expecting everyone else 
to be totally conversant in . . . theones of interpretation and 
hermeneutics . . . and no one had a clue what he was talking about . . . 
(he should have) come down to our level (and) taken two or three 
degrees off of his ego. 
"Raymond" also found that the failure to convey the subject matter to students was 
related to an instmctors Eailure to focus on student undentanding, 
My (subject) law professor was hopeless . . . he was totally ineffective 
because he spent dl of his time talking about abstractions way off in 
Ieft field .. . the whole basic undentanding of the law was missed . .. it 
was like a soapbox for him (and) 1 don't think that's the right arena 
for "soap-boning. ' 
MacKay (1995) in an article entitled, "Some thoughts on a more humanist and 
equitable legal ducation" considered the challenge of making Iaw schools more 
inclusive for students. He stressed the importance of ongoing dialogue between the 
teacher and student which involvd, " . . . considerable self-reflection at both the 
rational and emotional level. " (p. 920) He concluded that the importance of respect 
and concern for the student were absolutely criticai: 
Without the human link between teacher and student founded upon a 
respect and caring for that student, there is little hope for 
trans formative education and a more inclus ive education. (p. 923) 
Principle 3: Appropriate Assessment and Feedback 
The importance of feedback has been confumecl according to McKeachie et-al. (1986) 
in numerous researck studies which were summarized as follows: 
The timing and emphasis of feedback on performance should be: 
1) frequent, immediate, contingent, and informative in terms of 
pinpointing the probable source of student errors; 
2) encouraging; and 
3) provided in a natural context that displays performance 
recognition by a source the student respects. 
(Corno & Rorkemper, 1985, p.8 1; see dso Brophy, 1981; McKeachie, 
1986, Chapts. 8 and 9) Under such conditions argue these researchers, 
a sense of growing wmpetence and self-worth tend to support intrinsic 
engagement with leaming. 
Participants - Members of the two focus groups and participants in the one-twne 
interviews stress4 the importance of there being high quality and ongoing fdback  
on student work. In Focus Group #2, "Dona" commented that the one way her legal 
education experience could have been improved was if she had got better feedback, 
". .. they should let you know what it is they were looking for". "Mary" agreed with 
her statement and added that this feedback need not be related to the method of 
marking. In fact, even if the instructor choose to use 1 0 %  finals, which most 
participants condemned, "Mary" still felt that ongoing feedback would be  of 
assistance. She recommended the use of practice examinations, . . . where you would 
get feedback about: 
a) this is how 1 want you to analyze problems; 
b) this is where you are departing from that; 
c) this is what 1 want you to leam from this course. 
So even though you might not get marks that wunt  ... at least you 
would be moving towards an objective and you'd be getting feedback to 
help you when you finally do write that final exam. 
This issue will be looked at in more detaii in the section on Student Assessrnent & 
Evaluation Methods later in this chapter. 
Principle 4: Clear Goals and Inteiiectual Challenge 
Ramsden (1992) found that it was important to express the aims and objectives of a 
course for two reasons: 
1) it required the instructor to think more critically and deliberately about 
student learning and the direct comection this had to the teaching activities; 
and 
2) it sent a clear message to the students in respect to exactly what they were 
expected to Ieam in the course. 
Unfortunately, according to Ramsden, "Al1 too often students begin a higher 
education course with only the vaguest notion of what key concepts they must master. 
Br&eck attempts to "cover the groundn in the absence of a clear structure focused 
on key concepts intensify their confision and deaden their excitement" (p. 100) 
Participants - Comments of participants supported the need for clarity in terms of 
course objectives and the importance of a well designeci course with over-ail structure 
and daily lwson plans. According to Ramsden, the course syllabus is the traditional 
way that the content of a course is communicaied to the class. Course objectives 
should be related to learning activities and aimed at assisting the students. 
"Mary" stated that " . . . the very best professors 1 had were . . . very organized in terms 
of each lecture and also the over-dl structure of the entire course, so that the course 
had an objective and by the end of the course you had reached that objective." 
According to Ramsden (1992) 
The most compelling reason for using aims and objectives, or some 
sirnilar method of descriiing content, is that it forces us as teachers to 
make our intentions for student leaming explicit. 
There ought to be a definite educational justification for every activity, 
every piece of content, that is present in a course of student. Tradition 
and habit are not satisfactory educational reasons. 
(Ramsden: 1992:~. 134) 
Five of the interview participants indicated that they agreed that organization and 
clear direction throughout the course were essential to the student and a necessary 
attribute of an effective instructor. One participant gave an example of a professor 
who provided the lesson plans in advance to the class. She thought that this had been 
particularly helpful in Ieaming the materials covered. 
"Brian" was in agreement with the importance of lesson plans and he provided this as 
his one example of sornething that a professor did that was really helpful for him as a 
student. "(Name) had great lesson plans that had the course broken down ... (it) tells 
you where you are, where you are going, breaks things into littie 'bites". I think that 
was good." 
Principle 5: Independence, ControI, and Active Engagement 
Ramsden viewed education as a "provisional state." The primary objective of al1 
leming should be to ultimately make the lemer self-sufficient. This is particularly 
critical in teaching future professionais where 1 ife-long leaming will be a requirement 
in order to keep abreast of developments in the field of study. There are really two 
parts to this equation: 
1) students m u t  be provided with sessions to practice; and, 
2) leaming should be individualized to accommodate difierent learning 
styles. 
Opportunities should also be provided for both individual problern solving and 
cooperative leaming. According to Ramsden (1992) "The positive effects on 
achievement of cooperative learning as compareci to cornpetitive and individudistic 
learning are very well established in the educational literature. " (p. 10 1) Ramsden 
(1992) also cited research in which participants found group discussion helped them 
understand course material and fostered a 'deep approach" to learning which lead to 
higher quality learning outcornes. In addition, in order to foster high quality learning , 
students should have some choice not only over "how ton learn the subject matter but 
also wnaol over what aspects of the content are to be focuseci upon. (p. 100) 
Participants: Class discussion and study groups were two key elements identifed by 
participants as being helpful in maintaining their interest in-class and assisting them 
with snidy out-side of the classroom. There were, however, few participants who 
spoke about having any input into the materid covered in classes. One exception to 
this general mle was the opportunity that studenu had in paper-courses to determine a 
specific research topic and focus their efforts on self-learning in that one area of the 
law. 
Many participants indicated that these types of courses provided the best opportunity 
for in-depth leaming. "Casey" - "1 made a very conscious choice to take mostly paper 
seminar courses". Although he found that paper courses were more labour intensive 
then simply studying the night before and writing an exam which was what he stated 
he did when he had courses with 100% finals, "Casey" believed that despite the 
increased wock-load in couaes with an endsf-tem paper, that it was worth the time 
and effort a s  he was then able to develop his own ideas, ".. . and 1 also could take a 
more critical-anaiytical outside look at the course content". 
While it was important to many individuals in the study to have an opportunity to 
choose and explore a subject area in depth, it seemed particularly essentiai to 
individuals Iike "Casey" who were critical of the comrnon teaching style found in law 
school. "Casey" referred to this approach using a term developed by Paolo Friere, 
and said that it was " . . . the banking style of learning (where) teachers are just trying 
to deposit the learning in the students." He found that law school lacked active 
learning opportunities and that for law students, "... it's not a mediated leaming 
experience. " 
Learning was generally found to be enhanced where the shident was able to modify 
their own learning strategy and also where there was some influence on the course 
content or developrnent. This was much easier to accomplish in seminar courses 
where marks were based on the submission of an indepth research paper and 
participation in class discussion. "Casey" acknowledged that he was able get a lot out 
of law school courses, but he purposely accummodated his own Iûaniing style through 
the choice of courses. He was able to maxirnize his own leaming because that's, " . . . 
the approach that I tmk to it, and not the approach 1 was meant to take to it." 
A second exarnple of choice over how to learn the subject matter and control over 
murse content, was very unusual. Only one report of this type of interaction between 
students and the law faculty was disclosed in the study. It retlected a very responsive 
law faculty that followed the "active engagement" aspect of Principle 5. The situation 
involved one participant who indicated that he was part of a group of students who 
went to the faculty and asked if the faculty would offer a specialized criminal law 
course comprised of one term of full time study and practical experience. This course 
had been run in the past but there were no plans to offer it during that particular 
school year. Because of the student interest expressed in a joint petition, the law 
faculty responded by setting up the course and it was available to those students who 
had requested that it be offered. The participant indicated this comprehensive and 
practice-oriented course was his most valuable leaming experience at law school . 
Principle 6: Ongoing Iostructor Evaluation 
This principle is based upon the instnictors desire to leam from students and other 
sources about the effects of teaching and how it can be improved. 
One of the most important and over-looked aspects of teaching is its evaluation. The 
constant evaluation of teaching is intrhic to good teaching. It enables the instructor 
to understand the effects of the teaching upon their students' leaming. As McKeachie 
(1986:267) stated in respect to the importance of student feedback it, 
. .. is based (on the) assumption that the purpose of education is to 
bring about changes in students. If insîructors agree with this 
assumption, it is apparent that information from students is required to 
provide a basis for improved teaching. Student evaluation of instruction 
is a relatively direct method of obtaining this information ... 
As the ultimate criterion of effective teaching may be evidenced by the impact of 
teaching upon student leaming, it was important to evaluate not so much what the 
teacher has done, but what has happened to the students. It was also important to 
recognize that students do not simply enter law schools as "ernpty vessels, " waiting to 
be filled with knowledge. Leamers come with a broad background of experience and 
the instnictor should focus attention on how knowledge cm be constructed by building 
on previous knowledge in a ieaming mntext. In recent years research has perceived 
the leamer less as a passive recipient of information and more as a selfdetermining 
agent who actually selects information from the environment and who constructs new 
knowledge in the light of what that individual already knows. (Biggs: 1989) 
Participants in Focus Group #1 were somewhat critical of the "hands-off" policy of 
the law faculty in respect to what actually goes on in the class-room. As one 
participant pointai out they do not "police" courses. Other members of the group 
agreed that there was no monitoring of either what was taught (course content) or 
how it was taught, including assessrnent of the instnictor's abilities. As course 
evaluations are now wnducted as a rule at the end of most courses it was not clear 
whether participants were refemng to ongoing evaluation throughout the year or 
assessrnent at a level other than student evaluation. It was apparent, however, that 
members of Focus Group #1 perceived the present evaiuation systems to be 
inadequate in ensuring the quality of course content and delivery. 
There are three ways for an instructor to solicit information in respect to the 
evaluation of efféctive teaching: 
1) student evaiuations; 
2) independent (or peer) evaluation; and 
3) self-evaluation. 
It is informative for the instmctor to solicit and receive ideas about good teaching 
fiom many sources including students and fellow-instmctors. Ramsden ( 1992: 89) 
draws upon research where individual teachers have describeci good teaching. He has 
compiled a list of what he terms the properties or characteristics of good teaching and 
these can provide guidance to the instructor in setting areas for evaluation and 
improvement, 
S tudent Evaluation 
Numerous studies support the use of students as sources of data about 
teaching effectiveness and student opinion (collecteci primady by the 
use of end-ofcourse, standardized student-rating forms). This continues 
to be a major source of evaluation of faculty effectiveness in institutions 
of higher education. Abbott et alA990). 
Mile it may be usehl for the instmctor to use these traditional methods to improve 
teaching there are also other rnethods of gathering information fkom students through- 
out the year that are equaily effective. In fm, the study conducted by Abbot et al. 
(1990) found the students prefer to complete student evaluations at mid-term. While 
M e r  research has been recommended on this topic, instructors were well advised to 
consider other approaches and discontinue over-reliance on the curent individual, 
standard Wd student-ratings . 
The comments of participants add support to the statement made by Ramsden (1992) 
that, 
... the research findings on good teaching mirror with singular accuracy 
what your students will say if they are asked to describe what a good 
teacher does. College and university students are extremely astute 
commentators on teaching. They have seen a great deal of it by the 
time they enter higher education .. . Moreover they understand and can 
articulate clearly what is and what is not usefui for helping them learn. 
(P 89) 
independent Evaluation 
Onz exarnple of the types of educational resources that are being developed in higher 
education is the 'Seven Pnnciples of Good Practice in Undergraduate Education" 
(Chickering, Gamson & Barsi: 1986) These principles are grounded in higher 
education research about teaching and leaming. There are two parts to the Inventory 
which can be used jointiy or separately. The developers of the Inventory (Chickering 
et al. : 1986) describeci the instrument as folIows : 
The Faculty Inventory has seven sections, one for each Frinciple: 
Student-Faculty Contact, Cooperation Among Students, Active 
Learning, Prompt Feedback, Time on Task, High Expectations, and 
Diverse Talents and Ways of Learning. It can be usehl to faculty 
members, student services staff, and administrators who also teach. The 
questions address activities consistent with Good Practice in 
Undergraduate Education and help respondents identiQ activities they 
might wish to pursue. 
The Institutional Inventory has six sections: Climate, Academic 
Practices, Cumcuium, Faculty , Academic and S tudent Support Services 
and Facilities. These questions deal with various aspects of the 
institution as a whole. They address policies, practices, institutional 
noms, and expectations that support good practice. This section can be 
used by penons or groups associated with the institution, whether or 
not they teach. (p.2) 
This type of instrument which was, amrding to the authon, anchored in decades of 
research, provideci one exarnple of the tmls for assessrnent available. The Faculty 
Inventory was developed to assist instnictors and the Institutional Inventory was 
intended for use by the entire f~ulty/adrninisaaUon. Both are aimed at improving the 
quality of education offered. While financial considerations are often given as a 
reason for the lack of change or improvement, the cost of using either instrument is 
minimal as the Inventory mn be repnnted with no charge to either the individuai or 
institution. It has been generally recognized that the h t  step in any faculty 
development program is a "needs" anaiysis. Once areas for improvement have been 
identifiai through a needs assessment for either the individual instructor or the faculty 
over-dl, then specific resources can be sought to satisfi those needs and thereby 
improve educational practices. 
In respect to Principle 6, the following are al1 important: 
1) to define quality, 
2) Iocate a means of assessing present performance (measure quality); 
and 
3) developing a program to improve quality. 
In addition, it is equally important to foster a climate of positive self-improvement 
particularly in respect to teaching performance. Otherwise the individual will not be 
encourage- to engage in ongoing refiection and a personal program of self- 
improvement Without faculty motivation little will be gained by adopting extenial 
standards of assessment. Peters and Waterman (1982) made it clear in their widely 
read work "In Search of Excellence" that passion and cornmitment are as important to 
quality as the adoption of rational models for quality assurance. 
One instructor Hantzis (1988) stated that, "Many of us have struggled with the 
difficult and mmplex question of how best to teach our students?' (p. 155). Her 
practical adviœ to the Iaw instructor is threefold: 
a) Spend time with your students; (For example arriving in cIass a few minutes 
early and tdking about the days materid.) 
b) Show your students that you care; (For example, provide written hand-outs, 
exercises and practice exarns. ) 
and; 
c) Find a new experience for your students. (p. 162-163) 
Nothing moves students more effectively than a new experience or 
experiencing a familia. thing from a new perspective ... 
It is worth considering for every class whether there are any 
experiences that would help your students understand not just the legal 
theory but the way in which that theory affects people's lives. Field 
a ips  for a large class may be hard to arrange. but the ducational 
benefits are Iikely to outweigh the practic. difficulties. (p. 163) 
"Peggy" would provide support for innovative classrwm experiences. When she was 
asked to give a final comment on how her legd education experience could have been 
improved, she said, " . . .a field trip or two would be good because when you (are in) 
Iaw school you have no idea what ifs like out there." She then related a specific 
personai experience about going to cells at the police station prior to court one 
morning. The law school had arranged for her to meet a defense lawyer and follow 
him through the "grimy cells" - 'I rnean ... it's just, just a reai eye-opener, and I'll 
always remember the lawyer that 1 was with and you just never forget an experience 
like that! " 
It was apparent that if the instnictor was able to incorporate some of these suggestions 
into practice, and becorne a more effective tacher, then the students motivation to 
l e m  the law would increase. This would, in tum, promote student Ieming. While 
not to minimke the importance of effective instruction it is only one part of the 
equation. Insauctors should do what they can to facilitate leaniing and best utilize the 
student's tirne. yet ultimately the learner has the responsibility of selecting thei. 
approach to leaming. (Ramsden: 1992) Research has shown, however, that, 
.. . some types of teaching and assessrnent definitely induce narmw, 
minimalist approaches to studying 
. . . (the) deep approaches are fragile things; while we can create 
favourable conditions for them, students' previous experiences and 
other unmeasured factors may mean that they remain unexercised. 
. . . No one can ever be certain that teaching will cause students to 
l em.  In the last analysis, excellence in teaching cannot guarantee that 
students will understand. (p. 80) 
In order to assess how teaching can Facilitate leaming it was essential to ask 
participants: 
Question: What learning strategies did they fïnd to be particularly 
effective? 
The responses to this question are considered in the next section on " student 
leaniing . " 
EFFECTTVE STUDENT APPROACHES TO LEARNlNG 
It was important to appraise the learning experience from the student's perspective. 
This included uncovering the ways in which participants engaged in leming. Law 
school for most students was the end of their formal education and the begiming of 
their professional experience. It was, therefore, a vital comective point between the 
smctured learning envuonment of the classroom and the unstructured leaming 
environment of the larger world. Analysis of the approach taken to learning in Iaw 
school provided valuable information about legal education at the pre-professional 
stage. The leaming approach adopted may also play a determinative role in the future 
adjusment of that individual to the profession and the ongoing leaming required by a 
career in law. According to Johnstone (1992) in an ideal law school environment, 
students should be intrinsically motivated to Iearn law and leam about law. Research 
in higher education has also established a link between the approach taken by the 
leamer and the outcornes of the education experience in terms of the quality of 
learning (Ramsden:Saljo) and the over-al1 satisfaction expressed by the leamer. (Davis 
& Murrel: 1993) 
Powell (1985) conducted a study in which he examined the autobiographical accounts 
of graduates and he concluded that students attached most importance to the 
acquisition of general intellecul skills, attitudes, and values. In fact, specific content 
knowledge was rarely mentioned in these written accounû. Descriptions of learning 
included references to the development of problern-solving ability, logical thinking, 
and information-gathering skills, together with a growth in self-confidence and 
independence. Criticisms of higher education included comment3 on the negative 
effenî attributed to excessive corn petit ion and inappropriate assessment. (p. 1 33) 
Students do learn differently and this was evident in the wmments of the participants. 
Leaniers differ in the organuaùon of their work and in the way that they make the 
material that they are leaming meaningful. There existeci, however, many examples 
that demonstrateci the comrnonalities in approach which participants preferred and felt 
were worthwhile. Similarly there were other situations where the leaming experience 
had been fnistrated by factors which led participants to adopt more superficial 
approaches to learning in order to simply "achieve the grade. " 
Participants were unanimous in their agreement that meaninghil learning was more 
likely to occur if they were engaged with the subject matter for ia own sake and not 
for the purpose of an extrinsic reward. Intrinsic interest and self-motivation were the 
key to student satisfaction with the Iearning expenence. The dificulty, however, was 
that participants often found a "deepn and intinsic approach to leaming was simply 
not possible under the circumstances of law school. This decreased their perception of 
quality in the legal education environment. 
Participant comments - Many of the participants commented on the fact that they 
"cramrned" for exams and that they felt they had no time available other than to 
"skim the materialn and rely upon short-km memorization in order to pass exams. 
The volume of work and the reliance on evaluation methods such as 100% finafs were 
the two elements most criticized as being to blarne for these superficial study 
methods. 
"Peggyw - "1 just did a lot of shon term memory .. . that's the sad part, it's just shon 
term memory. 1 can't retrieve anything of it, it's gone! 1 mean it got me through the 
exams. " When she was asked why she relied on short-term memory so much, she 
responded, "Just because of the volume." 
Four of the participants referred to TANS ' as being essential in helping the student 
get through law school. The T A N n  is an acronym for "Cases and Notes'. It was 
defined by participants as a brief overview of the material covered in class in 
summary form usually prepared by a fellow student. "Victor" was one of the 
participants who adrnitted that he relied exclusively on a Summary or TANn after 
completing fust year. The most effective Ieafning strategy he adopted was that he, 
'Leamed not to try and read everything they gave you in great depth . . . 1 could skim 
most things so that I was familiar . . . with al1 the material. He justified this approach, 
saying that it was simply too time-consurning to read everything in depth and he 
found that, 
. . . it wan't a productive use of my time. It cectainly didn't relate to 
how weIl 1 would do in the course or how much 1 learned . . . (in fact) 
the outlines (CANs) wouldn't exist if everybody had time to read whole 
cases and brief them. 
Other participants mentioned the use of pre-prepared sumrnaries as a study guide and 
several others spoke about making their own "CANs" as a method of preparing for 
examinations. 
"Benjamin' - there was a lot of memorization and use of . . . what were 
those summaries called? CANs . . . they summarized important 
principles and laid them out in a contextual format that was easier to 
remember . 
'Mableu - Because 1 was so involved extra-cUTicdarly, 1 did very linle 
reading throughout the year and 1 just c m ,  cram, crarn(ed) at the end 
of the year and 1 don? thing that's the best way to learn. ... 1 made 
those CAN's that everybody makes and 1 found that writing saiff out by 
hand and making my own summaries and that son of thing helped me 
study . 
Participants in this study recognized that there were difierent levels of learning and 
they often commented upon the fact that they had chosen very superficiai methods of 
leaming as students, as evidenced by the above quotations. Generaily the choice of 
the "surface" or superficiai leaming strategies was justified by the participant as being 
necessary because of lack of time or the fact that the evaluation methods (Le. 100% 
finais) either didn't discriminate between those students who used "surface" 
approaches or worse appeared to penalize students who took a "deep" approach to 
leaming . 
Ramsden (1992) referred to an interview study cunducted by Siiijo (1979) which led 
to the description of five different understandings of what learning consists of, 
amongst adults. Sajo asked students to Say what they understood by leming and he 
found that he could classifi their replies into five different categories: 
1. Leaming as a quantitative increased in knowledge. Leaniing is 
acquiring information or knowing a lot. 
2. Learning as memorizing. Leaming is storing information that can be 
reproduced. 
3. Leaming as acquuing facts, skills, and methods that oui be retained 
and used as necessary. 
4. Leaming as making sense or abstracting meaning. Leaniing involves 
relating parts of the subject matter to each other and to the red world. 
5. Learning as interpreting and understanding reality in a different way. 
learning involves comprehending the world by reinterpreting 
knowledge. 
. . . conceptions 4 and 5 in Saljo's system are quantitatively different 
from the ht three. The first the conceptions imply a l e s  complex 
view of what learning consists of. They resemble the early stages of 
Perr's and Haselgren's schemes; Ieaming in these conceptions is 
something extemal to the learner 
. . . Conceptions 4 and 5 emphasize the internai, or personal aspect of 
learning: learning is seen as something that you do in order to 
undentand the real world. These conceptions imply a more relativistic, 
complex, and systematic view of knowledge and how it is achieved and 
used. (p.26) 
Generally the difference in approach was based upon the student's intentions. In the 
"deep approach' the student seeks to understand. In the more superficial "surface 
approach" the student simply aims to reproduce. The approach taken by the student is 
largely determined by what the learner perceives as the requirements of the learning 
experience. Whether time and energy can be saved in the balance against what effort 
or type of effort is believed to be required in order to achieve a good mark. 
According to Grant et. al (1988), 
Broadly speaking, deep-processing is characterized by a search for 
overall meaning and active attempts to c o ~ e c t  an author's arguments 
to previous knowledge and experience, whereas surface processing 
involves memorization of information bounded by the type of questions 
the student expects to be asked later. (p. 144) 
The work of other researchers (McKeachie: 1986; Smith et al.(ed) (chapt. 13): 1995; 
Ramsden: 1992) has indicated that the choice of deep and surface approaches was 
more dependent on the leming context rather than a fiied personal characteristic 
approach of the learner. The majority of students Vary in their approach from context 
to context, using a surface approach for one task and a deep approach for another. 
Ramsden (1992) suggested that students may adopt a deep approach to learning: if the 
curriculum is designed to encourage active long-term engagement in learning iasks 
and if relevant material is presented by an instructor who demonstrates interest in the 
subject in an engaging, meaningful and considerate marner. The following table sets 
out the conditions in the teaching and leaming transaction which foster either a deep 
or a superficial (surface) approach to learning by the student. 
WHY "SURFACE" APPROACHES TO LEARNING 
ARE ADOPTED BY STUDENTS 
Charaderistics of the context of learning associated 
with deep and surface approaches 
Surface approaches are encouraged by: 
- Assessment rnethods empùadzbg recall or the application of trivial 
procedurai knowledge - Assessrnent metbods tbat m a t e  anxiety - C p b i  or conllrtiag messages about rewarck - An excessive amount of material in the curriculum 
- Poor or absent feedbadc on pmgms - Lack or independence in studying - Lack of interest in and background hwledge  of subject matter 
- Previous expdences of educational setîings that encourage these approaches 
Deep approaches are emouraged by: 
- Teaching and assesment metbds t'bat loster active and longterm 
engagement with karuhg tsslrs; - Stimiilntinp and considerate teaching, especially teaching which demonsirates 
the lecturds personal cornmitment to the subject matter and stresses its 
meaning and devance to students; 
- C I d y  stated academic expectatior&; 
- Opportunities to e x d e  responsiiiile choice in the rnethod and content of 
- Intcrest in and background knowledge of the subject matter; - Prcvious expdences of educaüoaal seühqp that encourage these 
appraaches. 
Ramsden (1992) Table 5.1 @.8 1) 
Accordingly, the instructor should state clearly what is expected in the course so that 
a deep approach to leaming is fostered. The course objectives should be carefully 
thought out in advance and they should be reflected in the method of evaluation 
selected as appropriate for the class. The elements of considerate and stimulating 
teaching have already been covered in the previous section on the exceptional 
instnictor. Unfortunately, there were also examples illustrating those circumstanes 
set out by Ramsden (1992) which often lead students to adopt a surface approach: 
1) Perceived need to recall or apply trivial knowledge 
"Janet" offered an example of learning the law which illustrateû this fmt element, 
. . . it was almost like times-tables sometimes! .. . that was literally how 
people studied! It was how 1 studied 
... If you lwked at the CANs, the notes that were produced and the 
Bash-cards that people would write out. They would have the case 
name, the citation, and then they'd have 3 lines that was the ratio 
decidendi and if they got really ambitions they would have a couple o f  
important obiter commena . . . and professors would do this too, take 
this 150 page Supreme Court of Canada decision and boil it down into 
a flash-card! 
An exarnple related directiy to the type of exam, was provided by " L y ~ e "  who 
choose her approach to studying the material based on the method of assessrnent. "If 
it was a closed book exam we'd do more quizzing. If it was open book we'd do more 
actually reviewing the concepts and applying them." 
2) Assesmient methods which create anxiety 
" Beatrice " 
(Law school) breeds that deep, deep insecurity in students. There's 
something reaily wrong there ... a part of that is the 100% final (exam) 
strategy . .. it is a terrible thing to impose on people . . . What that did 
to my leaming strategy was 1 became almost paralyzed . . . to say 
nervous wouldn't even begin to capture the feeling. 1 was so over- 
whelmed and stresseci out by this insecurity about doing well 
acadernically, or just passing, that it would take me a good four to six 
weeks in each term to get my anxiety level down to a low enough level 
that I could study properly .. . in the end, I think, this terrible anxiety is 
very counter-productive. 
"Raymond " 
I had a friend, a very brilliant guy. He had A + in undergrad because 
he wrote essays ... but the whole law school thing, he dropped out 
because of the whole exam thing and the whole pressure .. . he actually 
failed a course, and he had never failed a course or failed anything in 
his Iife ... It just decimated him. There's casualties of any education 
system, 1 guess, but it's a shame when you lose great minds like that 
just because . . . he just didn't know how to write these Iaw exams. 
The reaction of law students in the face of the intense pressures of exams was 
unfortunate even for those learners who were able to "succeed within the system, as 
the atmosp here of stress and anxiety has been shown to interfere with a quality 
education experience. According to Grant et.al. (l988), 
Surface approaches to learning appear to be wmmon arnong students 
motivated by a fear of fdilure and learners tend to revert to ineffective 
surface approaches under conditions of high anxiety, such as tests and 
examinations. (p. 145) 
A surface approach nearly aiways lads to poorer quality Iearning outcornes including 
littie understanding of the course material and oniy short-term recall of information 
(Smith et aI.: 19%). 
3) Cynicd or contliding messages about rewards 
"Timothy" - The most effective learning strategy that anyone got out of law school 
was how to get somebody's notes fiom the previous year so you didn't have t do any 
of the reading yourself ... I mean your job offers depend on your marks, and that's 
what everybody cared about. Nobody cared about what you knew, it's how much it 
lwked like you knew." Child & Williams (1996) found that the sentiment expressed 
by "Timothy' was very common in higher education where leaming has essentially 
becorne in their words a "mercenary activity." 
Students engage in learning for the sake of rewards (grades, praise, 
jobs, etc.) which are not intrinsic to the learning itself. The problem of 
mercenariness; seems to be endemic in education - particularly the 
education that is organized around classrooms. (p.32) 
Child & Williams (1996) found that the problem resulted fiom a lack of legitimate 
student involvement in their personal learning due to systemic issues that have long 
plagued higher education. (Rousseau (1762) was cited by the authors where he noted 
that when students are expected to memorize knowledge, then through mimicry they 
will sel1 portions of it back to the instructor in exchange for rewards) Instructors were 
encourageci to actively engage the learner and several approaches were recommended 
to proactively address this issue. Student involvement canno: be forced by external 
rewards or punishments if the ultimate intent is to provide a quaiity leaming 
experience. This was found m be tnie even in situations were the student keenly 
desires the extenial rewards that are being offered. 
Students are seldom personally and passionately involvecl in things 
which they feel essentially forced, cajoled, bnbed, or threatened into 
doing, even if doing so gets hem something they want (grades, jobs, 
recognition, etc.) (p.32) 
4) Excessive amount of material in the curriculum 
When one participant was asked if he knew anyone that managed to read al1 of the 
assigned materiais, he answered in the affirmative, however the conclusion of his 
story indicated that there are legitimate fears on the part of students which motivate 
their decision to take a "surCace' approach to learning: 
"Timothy" - "1 knew a women in my class in fust year (and 1) had her 
study notes. She not only read everything, she read head-notes to the 
fmtnotes in the casebook. " 
"Interviewer" - "1 wonder where she is ioday?' 
"Timothy" - "Well apparently, she failed her fust year" 
For many participants, including 'Raymond", law school was described as "a blur ": 
What do I remember from law school? I donTt know. I mean, it's sort 
of a big haze of thousands of pages. Nobody would be able to contain 
al1 that. Ifs al1 short-term memory, right? You just work your a- off. 
You study, study, study, study, memorize al1 this stuff, spew it out, 
and forget it and move onto the next course. And that's the unfortunate 
thing, is even in law school, the things that 1 do remember are higher 
level courses where I had to write a paper ... or I had to mate  a 
statute . . . It was more interesting to do that. 
Smith et.al (1995) wnfmed the perceptions of participants that "Students tend to 
take a surface approach when the workload is perceived to be heavy and where the 
assessment system is perceived to demand, reward or tolerate memorization ..." 
(p .24) In an article entitled, Work-[wd nnd the quality of fiadent leaming, Chambers 
(1992) found that until recently student work-load has been a neglected issue in the 
research literature. Recent research, however , has provided support for the argument 
that a reasonable work-load is a pre-condition of good studying and quality student 
leaming. Participant responses in this study have many similarities to the findings of 
other studies referred to by Chambers: 
A summary of ail this research reveais that snidents themselves believe 
they are taught most effectively (that is. learn bat )  when what they are 
taught is perceived as interesting, and relevant, is presented in a well- 
organized, clear and coherent way, openly and with enthusiasm, is 
assesseci appropriately, and when there is not too much of it (Entwistle 
& Tait: 1990) (ernphasis added) (p. 142) 
In order to leam well students must have sufficient time to devote to their studies. 
Chambers (1992) found that it was simply not logical for teachers to over-burden 
students and demand more work than the student has the time to do. This simply 
creates conditions in which what was to be learned is likely to be unintelligible, and 
in which students c a ~ o t  possibly l e m  well. "Having sufficient time to do the work 
required should be seen as a precondition of good leaming, rather than just one 
arnong many conditions in which it may flourishm (p.145) After d l ,  to take the 
argument to its logical conclusion, if students do not have the necessary time to learn 
then al1 discussion about what might constitute good leaming is simply irrelevant. 
5) Poor or absent feedback on progress 
Giving really helpful feedback on studena' work is an equally essentid 
cornmitment. (Ramsden: 1992:~. 99) 
The lack of feed-back in law school was perceiveci to be particularly unsettiing. In 
fact, several participants recommended that the law Edculty make more of an effort to 
provide information to the student throughout the program. For exarnple, "Raymond " 
s tated: 
How they mark, I don? know, 1 never quite understood. I've never had 
any idea how they marked. 1 never knew what was more important, 
putting the narne of the case down or putting the concept d o m  or 
putting the facts and the ratio. 1 mean, no one ever explained this to me 
so 1 have no idea. Al1 1 know is that you do a three-hour exam and you 
get this mark at the other end. 
The most serious criticism levelled by a participant was "Beatrice" who felt that she 
had been purposely kept "off balance" by the law faculty by this lack of feed-back. 
She found that it prevented her from ever adopting any partïcular leming strategy 
that she found effective: 
... it seems to me part of the essence of law school is that you never 
really are allowed or supposed to have confidence in your leaming 
strategy ... part of the law school experience is not being confident of 
your learning strategy, not being confident of your test-taking ability as 
a resuIt. 
I mean, when I was in f i t  par, the wornan who placed first in our 
class over al1 people, came out of Our property law final (exam), 
crying, convincecl that she had failed. Now this is the woman who got 
vimially perfect marks in firsst year law school, who was so insecure 
about her leaming strategy over the course of eight months that she 
believed that she had fâiled. Now, what does that tell you? 
6) Lack of interest or background knowledge of subjed matter 
Smith et. al. (1995) G d  teaching is teaching which helps studeno to 
lem. It discourages the superficial approach to leaniing and 
encourages active engagement with the subject matter ... it encourages 
in the learner motivation to l m ,  desire to understand, perseverance, 
independence, a respect for the tnith and a desire to pursue learning . 
(P 27) 
When "Richard" was asked whether there were any other factors that influenced his 
teaching and leaming experience at law school, he reflected that, 
. . . if 1 could find something interesting in the course then that's going 
to help a lot. If ifs something that rnakes me really think about a 
certain issue then it would probably stick in my mind a Iittie bit more 
than some of the courses . .. (where) I'd probably start nodding off. 
When "Peggy" was asked the same question she commented that she remembered the 
students who asked a lot of questions and the different attitudes that professors tmk in 
responding to queries and class-room discwion. She found that some professors ". .. 
encouraged people to think about things rather than just go "through the moves" and 
memorize it." In contrast she recalled her ftrst year criminai Iaw class which she had 
thought would be full of ethicai and moral issues to question and debate but she 
remembered only, 
... the teacher just cutting it off and saying, "Well, we donTt have time 
to discuss that now. ", and off you go to the next chapter. Well, 1 
mean, people were wanting to discuss . . . al1 those grey areas - about 
criminal responsibility and the death penalty . . . social issues that I 
thought were interesting . . . to study the way that decisions had been 
made and why. But that didn't seem to be "stuff that was on the exam 
or in the text-book. 
Participant responses and the research literature cited have both focused on the active 
role of the Ieamer. The instructor, however, can have an important influence on the 
student's intrinsic motivation to leam, particularly where greater student participation 
and responsibility is encouraged. Many participants stated that they found it 
particularly helpful when the professor was able to relate the material in class to their 
own experiences or include practical rd-life examples of the legal principles being 
taught. McKeachie et. ai (1986) found that, 
Among the most important characteristics of effective teachers were 
high Ievels of interaction with shidents outside the classrwm, striving 
to make courses interesting, using frequent exarnples and analogies in 
teaching , referring to contemporary issues and reiating content to other 
fields of study. (p.83) 
ADDITIONAL LEARNING STRATEGIES: STUDY GROUPS 
Many participants referred to study groups as being a very effective approach to 
leaming. According to "Lyme", she found very little that was helpful except meeting 
with other students and discussing cases and preparing for exams. "1 think 1 nied just 
about everything . . . one of the things that 1 found particularly effective (was) I started 
working in study groups when 1 was in fust year . . . ". 
"Jonathanw found that study groups were both a tool for leaming and a means for 
develop ing necessary s kills such as legal and ysis, 
Study groups, 1 found to be quite usefi1 ... they would get old exams 
and everybody would be given a question and then you would present 
your answer, and you would be subject to the critique of 4 or 5 people 
who, by the time they'd finished their critique you would have a pretiy 
good sense of a good answer for that exam question ... (and) you were 
forced to critique other peoples answer. That's a good way for you to 
sharpen your analytical skills. 
Participation in study groups as a learning approach were found in the research 
literature to be beneficial for two reasons: 
1) It has been found that higher education classrooms which are organized in 
more cooperative ways c m  increase student motivation and lessen the anxiety of 
students (McKeachie: 1986:p.59) Presumably this was equaily true in those situations 
where the students themselves created the participatory and collaborative leaming 
environment; and 
2) Students teaching other students has been found to be a very effective leaming 
strategy. According to McKeachie et. al (1986) "There is a wealth of evidence that 
peer teaching is extremely effective for a wide range of goals, content, and students 
of different levels and personal ities. " (p. 63) 
CURRICULUM FOCUS: ACADEMIC VERSUS PRACTICAL 
One of the key issues in legai education has been the two competing aims of 
providing law students with the traditionai broad-based academic univenity education 
and yet aiso giving them the necessary training for their future professionai role. In 
Canada the law faculty has relied to some extent on the division of labour between the 
university and the one year of articling experience which is required following 
graduation if the individuai intends to become a practicing lawyer. During this one 
year apprenticeship, the student ideally learns the pract id  aspects of lawyering in a 
work environment under the supervision of a senior lawyer. There has been constant 
and increasing pressure upon the law faculties in Canada to reconsider this divided 
approach to learning which separates the academic acquisition of theory from the 
practical experience and skills necessary to practice law. The debate has become more 
pronounced in recent years as legal education becomes increasingly academic in 
nature. 
Law schools have left the aegis of the legal profession to become full- 
fledged faculties on the ùniversity campus. Forrnerly centred on 
practid training of the legd apprentice, the study of law is now 
conceived of as an inteilecnial discipline, warranting a cenaal place in 
the scholarly community. This is the most significant event in the 
transformation of Canadian legal education. But was this a change for 
the better or for the worse? (Weiler (Gold(ed.):1982:p.3) 
According to Arthur (1985) the result has been that, "law professon and law students 
(have) corne to think and talk in ways more in keeping with the conventions of higher 
education than with those of the practicing barn (Matas & McCawley (eds) 
Arthur: 1985 at 163). The reason for the concern relates back to the outcornes of a 
legal education. If law schools are to prepare students, or the majoriv of students, to 
ultimately become lawyers then it is necessary to consider whether the present system 
supports the transition to the profession. Weiler (Gold(ed): 1982) drew on the concem 
of practicing lawyers who believe that the ivory tower is not a setting in which to 
train people for the real world of legal practice, 
. .. a law school may be a fine place in which to mm out the occasional 
legal Pericles - equipped for legislating and judging - but it cannot do a 
good enough job in tuming out the legal plumber who daily serves the 
citizen-client with a legal problem. (p.3) 
Yet there were also critics on the other side of the debate who beIieve that law 
faculties are in danger of becoming too practice-oriented. They argue that the law 
schools have lost their true identity as members of the inte1lectua.i community of the 
university by tailorhg the curriculum to the perceived needs of the practicing 
profession. (Matas & McCawley (eds) Clark: 1985 at 222) 
Unfortunately, the result of these dual demands on Iegai education has meant that it is 
often difficult to address any critical issue relating to legal education in Canada 
without fdling into the rhetoric of one camp or the other - an "Academicw versus 
"Practical" education in Iaw. This has been exacerbated by the Iack of formal study 
into legal education in Canada. Little that has been recommended in terms of 
improving legal education is grounded in objective research and many of the books 
and articles which allege to tackie the issue of "quality " legai education, particularly 
in Canada are simply the product of unsubstantiated opinion. 
As the stniggle between academic versus professional orientation appeared part of the 
intrinsic character of legal education, it was considered necessary to address this issue 
in determining what constituted a "quality" legal education experience at law school. 
While there has been Iittle objective research in Canada, there have been many 
American studies conceming the appropriate balance of Legal education in terms of 
theory versus practice since the turn of the century. (Stevens: 1983;MacCrate: 1992) 
In the United States which has Bar Examinations but does not have a required year of 
articles, the pressure on law schools to adopt a more practical component has been 
intense. Gradually legal clinics and workexperience have been offered at most iaw 
schools as an option. A recent report. Narrowing the Gap (MacCrate: 1992), 
recomrnended that there be even more of an emphasis on lawyenng skills in legal 
education and that the univenity has a key role to play. The reaction has been rnixed 
with sorne concerned that the proposais containeci in the report will undermine the 
good work that the law faculties do now in teaching the traditional skills of legal 
analysis and research. Othea welcome the report as a long-awaited confurnation that 
Iaw schools have not been as M y  involved as they should be in the over-al1 m i t i o n  
of the student to lawyer. 
One of the primary conaibutions of the MacCrate report (1992) however was the 
complete list of values, skills and attitudes considered necessary to be an effective 
lawyer and serve clients well. No equivalent list of substantive (content) knowledge 
was developed by the cornmittee as this was considered unnecessary for two reasons: 
1) the content of substantive law was unique to the given a m  of practice; and 
2) there was an underlying belief that in respect to substantive knowledge little 
guidance was required by the law faculties as this was a function that was 
already being performed well . 
There has been littie reaction to this report in Canada. At the present time, while 
there have been some developments in terms of offering clinical courses, most of 
these legal clinics are simply appended to existing programs as options. In fact, a few 
participants in this study discwed how difficult it was to get into these more practical 
courses. This was an interesting contrast to the MacCrate Report (1992) which stated 
that students should not only have the option of practical courses, but they should be 
entitied to participate in clinical courses as a right. 
INSTRUCTOR FOCUS: ACADEMIC FACULTY VERSUS PRACTITIONERS 
1) Focus Group #1 
The issue of an instmctors style of teaching being tied to whether or not the person 
practiced law was raised by participants. There was a mixed reaction from the group 
on this issue and as one individuai pointed out it would be dificult to determine with 
any accuracy as most practitioners were hired by the iaw faculty to teach the more 
practice-oriented courses. Another participant noted, however, that there was a 
distinct difference in the way that cases were presented when a practicing lawyer 
instructed the course, and thai this difference persisted even when the subject being 
taught was substantive law or legal theory. 
The majority of participants in Focus Group #1, did agree, however, that law school 
should provide students with the opporninity to l e m  practical skills and knowIedge 
within a clinical setting. This was stated to be both practical and helpful for the 
student. An individual who strongly agreed with this prernise, stated that everyone 
should have experiences throughout law school that give context to the legal concepts 
which are being taught. 
2) Focus Group #2 
During the session participants were asked if they noticed any differences in the 
approach taken by instnictors who were practicing lawyers as opposed to full-time 
faculty members. Frorn a leamer's perspective, this question generated very few 
comments other than the fact that practitioners provided, "... a more practicai 
approach bernuse they are immersed in the day to day practice of law . " ("Mary") In 
fact, most participants in Focus Group R seemed in agreement that effective 
instnictors s hared common characteristics regardless of their background or 
orientation to the course. 
The more animated debate was in respect to whether the course of studies should be 
altered to incorporate a mandatory practice-orïented or clinicai component. This was 
much more controveaial and was discussed at length by participants. " Ella" proposed 
that law schools should offer ody 2 yean of academic study which was primarily 
theory and then the final year could be a clinical year that was, 
.. . very practical oriented . . . this is what you do. here's how. There 
are some law schools in Australia that do that and 1 think that's really a 
neat idea and 1 think it would really benefit everyone before you do 
your articles to have that type of year. 
"Kent" and "Jake" agreed with 'Ella" that cuning back the traditional law school 
program to two years would be beneficial. According to "Kent". ".. . (you) certainly 
get enough theory in two yean! " "Mary" was also in partial agreement with this 
proposal although she felt that students should have the choice, 
I'm sort of tom, I'm of two minds about that, on the one hand 1 think 
they would have graduates who are better Iawyers if they did something 
Iike that (one year practicum) because there are lots of things that you 
have no due about when you graduate, that would be usehl to know 
. .. but on the other hand 1 also see law as having a vaiid purpose for 
the faculty promoting . . . a more theoretical perspective. 
"Mary", therefore proposed that there be two "saeams" in law school where students 
could choose either a practice oriented program if they planned to becorne a lawyer, 
or an exclusively academic program for those who planneci to continue on to a 
Masters degree. 
"Brad" thought that there are many years to leam the practical aspect of Iaw and there 
are only three years for law school, so he felt that the academic focus of the program 
was not a problem. "Kent". while he stated he didn't necessarily disagree with Brad, 
countered that he peaonally was better able to learn theory in Iaw school when it was 
combinai with the opportunity to do some practical law that required him to learn the 
theory . 
3) One-to-One Interviews 
When participants were asked if they noticed a difference between full-time academic 
instnictors and practitioners (generally part-time) many participants noted that there 
were indeed differences. Again, some participants commented that this was partly due 
to the subject matter of the course as practitioners were often teaching very practice 
oriented courses such as Civil or Criminal Procedure. Most of the substantive law 
courses which provided a theoretical over-view of a legal area were taught by full- 
time faculty rnembers. Yet the cornments of participants indicated that there was a 
difference in the way that practitioners approached the course materials and the 
students, even when the practitioner taught a substantive law course. 
When the participants were asked if they had a preference to the type of instnictor, 
the results were very interesting. Of the sixteen participants who answered this 
question only two participants found that the quality of instruction was unrelated to 
whether the individual practiced law or was a full-time faculty member. "Penny", one 
of the two, stated that, "... a good professor was a good professor no matter what 
their focus, (or) whether they were a true academic or practitioner. " "Mable" agreed, 
"As long as the professor was really interested in what they were teaching, I learned a 
lot frorn them." Although she recognized that, "The nature of what they taught was 
different . . . " . 
Five participants stated that they preferred practitioners and found them to be better 
instructors. An equal number of participants (5) commented that the two types of 
instructors, each had their strengths and weaknesses which differed depending upon 
whether the instructor was a practitioner or an academic. These participants believed 
that it was best to have both types of instnictors. Finaily, three participants 
commented that the very best instructors were those who were able to demonstrate 
both an academic (theoretical) and practitioner (practical) perspective. "Jonathan" 
comrnented, however, that these individuals were quite rare. No participant in the 
one-to-one interviews indicated that they preferred instructors who were full-time 
academics over practitioners as a rule. 
The following Table 3.1 sets out the summarized responses of the participants in the 
one-mne interviews who had commented or compared instructors who were 
academic faculty as opposed CO practitioners teaching a course in Iaw. This question 
was only pursued with those participants who raised the issue in the interviews. Four 
individuais: Peggy, Raymond, Natalie, and Victor were not included in the following 
Table 3.1, as they were wt  asked whether they perceived any difference between the 
two types of insrnictors. 
Table 3.1. Academic and Practitioner Approach to Teaching - Strengths and 
Weaknesses sets out the summary of participant comments in respect to the apparent 
differences of the approach taken by full-time academic staff versus practicing lawyers 
who taught law classes. 
TABLE 3.1: Academic and Praditioner Approach to Teaching - Strengths and 
Weaknesses as Identified by One-to-One Interview Participant Responses. 
Participant 
Heather (9 









Teaching more meaningfui because it was in 
context. 
Traits of Academic Insonictor: 
Practicai - "'Ibis is what you do and how to 
do itw 
Traits of Prac&ioner Iastnimr: 
ResuIts orientecl - More poiicy reasons 
More history & theory 
I thurR both types orfinnnraots are 
hd, just in tüferent wys. 
AcLz(lemmics had no seme of 
clppliuzfion - on& abstrad. 
Jonathan (**") 
- - 
Concise and organizeù lecture style. Able to 
apply law to real kct situations - law came 
alive! 
Ravour of practice through Waf stories. 
War Story - Practical Focus on law. 
Both types of inshnictots are bad, buc I 
found one practitioner who was able to 
"marry' practice and theory 




NOTE: Italics were used to indicate negative comrnents or criticism of the common 
characteristics a particular instnictor type. 
NOTE WHEN REVIEWING THE TABLE: The number of asterisks by the name of 




Practitioners were the best (# of participants) = * (5) 
Each was different 1 good for different courses = ** (5) 
Professor who had both backgrounds was the best = *** (3) 
G d  Professor was good regardless of background - **** (2) 
NOW lhat -y ~ d m e  
academics a c W y  practiced law 
'on the side." 
In Namowing the Gap - the MacCrate Report (1992) recommended that full-time 
- - 
AbIe to give examples from practice 
aithough not sure that this was important but 
made course more interesting 
Practice oriented - War stories entertaining 
and gave credibility, 
More procedure 
Better for substantive subject areas. 
academic faculty staff mernbers who are readily accessible to students be die 
- - 
War stones were good. Able to relate 
learning to practice. 
Better for practicai subjects. 
Fracticai - but did not teach academic 
subjecîs Hard !O Conrad 
preferable choice for instcuctors if the practical component of legal education was 
combined with course instruction. These full-time academics, however, must 
demonstrate a dedicated approach to practice-oriented teaching which included a " . . . 
wmmitment to teaching skills, experience training, knowledge of the growing 
literature of clinical scholarship, an ability to contribute to that scholarship , and 
reflection and attention to educational theory . . . " @. 245) 
In order to rneet the challenge of making skills instruction broadly 
available, law schools should assign primary responsibility for 
instruction in professional skills and values to permanent hill-time 
faculty who can devote the time and expertise to teaching, and 
developing new methods of teaching skills to law students. (p.245) 
Yet the use of practitioners as insmicton should be continued according to the 
MacCrate Report (1 9%!), 
In addition, law schwls should continue to make appropriate use of 
skilled and experienced practicing lawyers and judges in professional 
skills and values instruction . . . on a part-time ba i s  (as this) adds to 
(the) law hculties' knowledge of practice and to the practitioner's 
understanding of legal education. @ -245-246) 
There were many different reasons given for why a practitioner was generally a more 
effective instructor. "Heather" stated that they tended to be more policy orienteci and 
provided a practical delivery. "Brian" thought that practitioners were concise, very 
organized in lecture style and they were able to apply law to real fact situations. He 
also mentioned the use of "War Stories" which were raised by four other individuals 
usiog exactiy the sarne terminology . ("Peter "/"Charles "/"Benjamin" and " Lynne ") . 
Other participants referred indirectly to these stories by referring to the benefits of 
using real-life illustrations in classroom instruction. They stated that it gives the 
"flavour of practice" and students are better able to then relate the learning of law to 
practical situations in the future. "Benjamin" aiso thought that practitioners were able 
to make the teaching more meaningful because it was in context and the instructors 
were better able to answer questions in class particularly in respect to specific 
procedural or practical enquiries. 
Professors at the Albany Law School have set up a fust year course entitied: 
Introduction to Lawyering, which attempts to incorporate the teaching of practical and 
theoretical aspects of law at the same tirne. The course simulates a legal file ftom the 
begi~ing (fust interview) to the end (trial) including research. several drafting 
exercises (interrogatorïes, affidavits, letter to client) and an attempt ai negotiation of 
the issues. The professors of this course report that students are highly enthusiastic 
about this approach. They seem to acquire through the simulation, a better 
understanding of, " . . . the life of a case from its inception, before it is sanitized and 
compartrnentalized within a casebook devoted to discrete law subjects". (Maurer & 
Mischler: 1994:~. 101). 
In support of their premise that it is important to, "integrate theory with practice - 
substance with skills - from the beginning of law school," they cite Schneider: 
. . . (the) dichotomy between theory and practice, doctrine and skills, is 
false - it must be rejected by both clinical and non-clinical teachers and 
leadership must be given to the project of eradicating these distinctions 
by deans ... The intellectual process of comecting theory and practice 
must be a major focus of Iegal education. 
Although many academics believe that a law school education should 
focus on doctrine and theory, and that practice skills can be leamed 
after graduation, legal educators are in a unique position to instill 
values and influence budding professionals at an impressionable time of 
their lives. Law students are particularly receptive to new ideas in the 
fust year of law school. (Maurer & Mischler: 1994) 
In discussing traditional legal education, Spiegelman (1988), noted the hstration of 
frst-year students when they explored the fixeci appeal court records and could take 
no part in the resolution of the issues, " .. . the role of the student is that of a detached 
observer whose reasoning is an intenial, self-contained process that manipulates 
plastic principles to fit predetermined facts. " (Spiegelman: 1988 at 249) 
Both Maurer & Mischler (1994) and Spiegelman (1988) stresseci the importance of 
fmt year law school. There was certainly a similar consensus in Focus Group #2 as 
the fmt year of law was perceived to be most consequential year in law school. 
" Jake" attesteci that, "1 think we learned about 95 1 of stuff in the fmt year . . . " 
Another participant stated that most students leamed the basics in frst year and 
"Mary" commented that "... after fust year it was much less important to go to 
class." One of the reasons that the fust year was perceived to be critical was that 
most students leanid the key skills taught at law school, such as the study of cases 
and the fundamental "building blocksn of substantive law during that year. 
The statements of the participants confm the observations of other Iegal educaton 
that law school has not utilized the second and thûd year of law to the best advantage. 
(Rowles: 1981) "While diagnoses of the ilis of current legal education differ in critical 
respects, there does seem to be a general consensus as to two centrai points. First, the 
initial year of Iaw school, is by and large a successfd affaU: 
The fïrst year remains, as before, the critical time in which the student 
leanis to "thin. like a lawyerw .Second, the remaining two years in law 
school are du11 for many students, and can certainly be improved. 
(p. 375) 
One possibility for improvement may be the incorporation of a more practicai 
cornponent to the second and third year of law school. This would provide students 
with more specialized knowleàge, skills and values instruction and use the time to full 
advantage. This could assist students in their transition fkom law school to the practice 
of law or alternate career. 
OTHER FACTORS AFFECTING THE LEARNING EXPERIENCE 
TABLE 3.2. One-to-One I n t e d e w  Participants Summarized Respoases 
Identifjing Other Factors Affecthg Their Learning Experience 
Question: Were there any other factors that f iedec i  your Iaw school experience? 
Name Any other factors effecî teaehing and Iearning? 
Heather 




SLA - First chance to apply what she leatned. Mooting. Preferred 
papers over exams, 
People in class who asked questions. No discussion of 
ethical/ moral/ social issues. Formed friendships in criminai cl inic 
other-wise did not associate with other Iaw students. 
Cooperation despite cornpetition. Old exams. Helped each other. 
Socratic method good in smaller classroorns. 
Needtd something of interest in clw to hold attention. 
Conceptual hune-work was important. Tirne of class (AMIPM) 
had an impact. 
Any other factors effed teaehing and learning? 
Victor Progressive Iaw school which attracted certain type of faculty and 
students. Some people felt that they could not express their 
opinions because of the politicai climate. Good fad ty  in mis) 
area of practice. Law school was more expensive than he thought 
it would be so had to work part-time. Smaller classes were better. 
Casey Stated that age affecteci leaniing (young student - only 2 years 
undergrad). StilI maturing & rnost other students were much 
older. 
Janet SLA - Chance to see how law applied in red cases rather than 
just in Ivory Tower - Law school was primarily rote 
memorization. 
Profs who intimidated resulted in difficulty in concentrating 
(focusing on learning). Good profs were interesting and enjoyable. 
Benjamin 
Jonathan Personally motivateci to do well and get high marks. Wanted good II 1 articles and therefore airned for Dean's List, 
Class size - learned more in small classes - more participation and 
las rote memorization. SLA - real people with real problems. 
Applied the law - very meaningful. 
1 
(1 Raymond 1 N/A 
Became very insecure about academic skills (victimized by 
pressure and Iack of feed-back) Found law school undermined 
good learning strategies acquired prior to law school - became 
superstitious and regimented about study practices. Also appalled 
by how group dynamics and social culture changed after marks 
were released in first term (top of the marks hierarchy) 
Demis Didn't get dong with law students. Friendships were al1 pre-law. 
-- - 
Stress. Evaluation system affecteci motivation and increased stress. 
For some students, finances were a big issue. 
L ~ n n e  Need to be selfdirected. Need to cope with the volume of 
material. Animated profs who encouraged discussion. S mal1 group 
size (beneficial) . 
.I 
Table 3.2 Any other factors effed teaching and learning? (cont.) 
(cont.) 
I I Pure enjoyrnent - if liked course then leanied more but did not necessarily mean a better mark at end, 
These comments ranged over a spectrum of concerns. Specific issues raised included 
smaller c!asses, benefits of SLA experience, intrimic interest in the subject matter, 
methods of evaluation (marks) and the impact in terms of stress and finally co~ection 
to other students through fiiendships and working reiationships. These factors have 
dready been covered in some detail in the paper or will be discussed in greater depth 
in Chapter 4. Two areas which will be considered briefly at this point as they were 




1) Expense or the financial cost of going to Iaw school; and, 
2) mature students experience of law school. 
Might have got more out of law school if took break between 
under-grad and iaw. Law school would be better for people with 
some work experience. 
Some people picked classes based upon who was in them because 
of the bel1 curve. Example of fiiend who dropped a course 
because there were too many high achievers in the class. 
1) Expense of Law School: 
There was a recommendation made by one of the participants that universities in 
Canada should consider allowing part-tirne studies in law. According to this 
participant while it may now be a possibility in at least one University in Western 
Canada this shouId be expanded as an option at more law facuIties. She recommended 
that students take as much time as possible to complete their program of legal study 
as she believed that they would graduate with a better understanding of the law and be 
subject to less pressure. 
In addition, more than one participant referred to the fact that they were forced to 
work part-àme throughout Iaw school. For example, "PeterW indicated that he worked 
30 hours a week throughout law school. This certainiy placed these students under 
additionai stress considering the overwhelming work-Ioad in law school. Participants 
who reported that they worked throughout law school also tended to be Iess co~ec ted  
with the more informal or social aspects of law school although that was not always 
the case. The work was a necessity for diese students as most indicated that they 
either were supporthg a family or were without the means to attend university full- 
time for 3 yûars without some financial inwme. There are few bursaries or 
scholarships anilable in Canada that are large enough to assist these students in any 
meaningful way. 
2) Mature Students: 
Sorne participants commentai on the benefits of taking a break behveen the under- 
graduate degree and going to law school. Those who did r e m  to law school afier 
engaging in another career or life experience through mvel generally found that they 
were more focuseci and had clearer expectations about what they thought the outcornes 
of law school would be. Other responses of participants in this study indicated that 
there was some evidence for the proposition that Iaw school may be a very different 
experience for the "mature student. " WhiIe not a focal point of this research, 
MacFarIane (1991) has provided support for this premise through a thorough analysis 
of the adult learners law school experience in her unpublished PhD. thesis. 
SOCRATIC METHOD 
There are two methods of instruction which were considered by the participants and 
the research to be specific to law school: the Socratk and case Iaw method of 
teaching law. 
Morgan (1989) defined the Socratic method as, ". . . a form of teacher-student 
interaction in which the teacher vigorously cross-questions a student on her or his 
understanding of a panicular case or legd pnnciple. The vast rnajority of the 
interaction murs between teacher and student (rather than student and student) and is 
tacher-initiated", (see also Peairs (1960) for a more detailed description of variation 
in the use of the Socratic method). One of the best known representations of the 
Socratic method was found in the movie the Puper Chare where the instmctor 
introduced the method of teaching to a class of fust year students in Contracts at 
Harvard Law School: 
We use the Socratic method here. 1 d l  on you - ask you a question 
and you answer it. Why don? 1 just give you a lecture. Because 
through my questions you Ieam to teach younelves. 
Through this method of, "Questioning - Answering, Questioning - 
Answering" we seek to develop in you the ability to analyze that vast 
cornplex of facts that constitutes the relationships of mernbers of a 
given society. Questioning and Answering. At times you may fee1 that 
you have found the correct answer. 1 assure you that this is a total 
delusion on your part. You will never find the correct, absolute and 
final answer. 
In my classrmm there is always another question, another question to 
follow your answer ... You teach yourselves the law, but 1 train your 
mind. 
Professor Kingsfield (Paper Chase - 30th Century-Fox, 1973) 
Acmrding to Hantzis (1988) the 'Kingsfield modeln has come to personify the 
Socratic method. The Hollywood version, however, was not necessarily the method or 
style of this fonn of teaching that was supported by the majority of instnictors. In 
fact, in ment years it has been perceived as a "male mode1 " of instruction which was 
not conducive to leaniing, particularly for female students. The Socratic method has 
been criticid strongly by feminist legal scholars. Hantzis (1988) cornmented that, 
The Kingsfield image is, one hopes, fnghdully out of date. It is not 
just that the picture is exciusively male but that his classrmm is awash 
with silent tension .. . surely legal education has better teachers than 
Kingsfield - teachen who Favour humour over tension, policy over 
doctrine and encouragement and instruction over cornpetition and 
ridicule. (p. 156) 
A bief history of the development and use of the Socratic and case method of 
teaching would not be miss as these techniques were developed as a unique 
educational approach, specifically aimed at teaching law. According to Levine and 
Saunders (1993), in Canada. similar to British and Arnerican Iegal education. there 
was a move to divorce the teaching of theory from the actual practice of Iaw. In the 
1870's 
... the case method was introduced and refined at Harvard Law School 
by Christopher Columbus Langdell, who believed that the scientific 
method muld be adapted as an instructional model for legal education. 
The case method was directeci by logic and systematic study of 
precedent as a means of rationally discovering legal niles. Langdell and 
other proponents of the case method viewed law as an empiricai science 
... (p.111) 
The standardization of legal education in North America was predominantiy affected 
by the approach that Langdell introduced. In the words of Schlegel (1985), 
In advocating that law was a scientific discipline worthy of study, 
Langdell provided Amencan law schools with an " intel lectual Model- 
Tu, a wholly complete, conceptually unified universe to put in the mind 
of the standard student. (p.323) 
In fact, for rnost legal educators, the conception of teaching law came to mean a 
combination of the Socratic method complemented by a case book compriseci of 
appellate decisions. Included as part of this approach was an underlying premise that 
private law was more important than public Iaw. Further, al1 politicai and economic 
theory was stripped away so that law could appear as a system of coherent, stable, 
certain and predictable rules which govemed the actions of people in society. In other 
words, law became a "science. " 
The reactïon of students to this fundamental change in the way that law was taught 
was not particularly positive. According to D' Amato (1986), 
When Langdell introduced the Socratic method in 1870, at a time when 
al1 the other professors at Harvard lectureci to the students, student 
attendance in his course rapidly declined and there was great discontent 
with his teaching method. (p.474) 
Students still find the Socratic method of instruction disconcerting and it can lave 
students feeling mentally insecure rather than intellectually chailenged. Students have 
found the approach particularly threatening if the class room expenence of insmctor - 
student debate was confrontational rather than instructive in nature. DTAmato (1986) 
who supports the use of the Socratic method, was cntiml of students who do not 
appreciate the challenge rhat is demanded in leaniing law. He contendeci that the 
Socratic method was a superior teaching tool which was necessary in Iaw school to 
insmict students in thinking about problems in completely different ways. Yet he 
recognized that the Socratic method enwmpassed both good and bad methods. He 
found that; 
. . . in the Good Socratic method the answer is not implicit in, or 
deductively derivabie from, the question. Instead, the professor "plugs 
in" to the students's mental wavelength, making sure, by question-and- 
answer, that the student's mind is precisely at the point where the 
existing mental pathways will Iead to the wrong answer. 
The professor's challenge is to the pathways, not to the "bottom line" 
conclusion; the point is not to instill in the snident a new bit of 
substantive mernory but rather to force the student to shake up existing 
mental K-lines (thought processes) so as to l e m  how to arrive at a 
better solution to the professor's question-puzzle. This technique 
actually 1 4 s  to mental growth by the multiplication of path-ways of 
thinking. (p.466) 
He stated that the reason this method has been so disparaged by students, is that it 
forces them to l e m  and that leming or growth of the mind requires effort, risk and 
insecurity al1 of which may appear as unpleasant to the learner. According to 
D' Arnato (1986), 
They think that leaming law is a matter of rnemorization, recall, and 
regurgitation - that is what college learning was, and how they got their 
good grades in college. so why should law school be any different. 
(P. 474) 
Participants in this study who had experienced this method of teaching confmed 
DTAmato's observation as they tended to be critical of the socratic method. Yet, 
while most of the participants would have agreed marks are based on "memorization, 
recall and regurgitation, ' this was found to be the case whether or not the socratic 
method was used. Other reasons for not king the method do not relate to student 
laziness but rather to fear of failure as a result of work over-load and tirne pressures 
which precluded adequate preparation for class. 
There has been no research evidence to support that this approach was superior as a 
teaching rnethod at law school. According to Teich (1986) in an article entitled, 
"Research on American law teaching; Is there a case against the case system?" , 
studies to date have not been defrnitive and he recornrnends more research in this 
area. If this teaching rnethod has the potential to impact negatively upon the student 
then careful consideration should be given to the potential benefits and draw-backs 
before justifying re-introduction of this method to the classroom. In addition, al1 steps 
should be taken to engage the leamer without the more negative aspects of this 
approach which include intimidation, sarcasm and tacher-focused orientation to class- 
rwm discussion. 
When participants were asked what their experience with the socratic method was, 
there were several negative comments, including the belief that it should never be 
used: 
"Ella" - I thought that it was awful, 1 hated it!" 
"Sara" - "1 thought that the best professors didn't really use it. " 
"Jake" - The socratic method is too difficult when you have so many people 
that have to learn at the same time, it's too time consuming. As, "Sara* noted, 
"Socrates wasn't really teaching 150 people in a lecture theatre. " 
Other participants provided only mixed support with rewmmendations on how the 
benefits of the method might be achieved in other ways. Advocacy skills for exarnple 
might be developed in classes where students had time to prepare, or knew that they 
were to be called upon during class in advance. Others stated that this approach rnight 
be an option for those who sought to develop specific skill, such as Iearning to "think 
on your feet" which may be valuable for those who aspire to practice law as a court- 
room barrister, 
The overwhelming majority of participants rarely or never had experienced the 
Socratic method in law school. Ironically, the most positive wmments about the 
Socratic method came from the more ment graduates who had never been taught by 
a professor using this approach. WhiIe it has been true for many years that, "The 
lecture hall remains the center of education at law school." (Stuesser: 1989:p.55) there 
appears to be an increasing trend to move away from more interactive teaching 
methods, possibly as a consequence of instructors attempting to cover the increasing 
arnount of information in a given subject. 
The fact that it was the participants who had the least exposure to the Socratic method 
that professeâ they would have preferred this approach was not an entirely surprising 
finding , given the research by MacFarlane. 
In an article which summarized the findings of his research, entitied, "Students and 
practicing lawyers identify ideal law professor," MacFarlane (1986) stated that, 
.. . one of students' ideal personae, the Somatic trainer, follows closely 
these professon' rhetoric about the value of the socratic method. 
Importantly, however, this personae is idealized strongly by entering 
students who have never experienced a law school class, and it declines 
steadily to almost nothing among third-year students. 
. .. apparently the students' ideai is a quickly Wing product of prior 
impressions from unknown sources . . . (they) may bave read or seen 
fictionai aar>unts of law school. Their ideal was a reality, but the 
reality changes when it encounters the law school experience. (p. 103) 
What MacFarlane (1986) discovered was more in keeping with the research in adult 
and higher education generally, that, "In fact a consensus among al1 personae is that a 
teacher should use an accepting and encouraging style in the classroom." (p. 104) This 
was the one characteristic upon which both practitionen and students agreed 
according to the MacFarlane study . 
MFruODS OF EVALUATION 
Focus Group #1 - Members of this group identified the whole issue of student 
assessrnent as being critical to the consideration of a quality legal ducation. Marks 
have a profound effect upon students in the highly competitive environment of law 
school. This was reflected in the earlier story related in Focus Group #1 of the 
individual who "broke" under the strain of evaluation and becorne violent. The group 
members were somewhat sympathetic to his plight and similarly recailed their own 
personal experiences which one person termeci the "pain and glory" of law school 
marks. 
In Focus Group #2. one of the clearest recomrnendations, was for the law faculty to 
abolish 100% final exarninations. It was thought to be p w r  method of evaluating 
leaming and it exerted too much pressure on the student for a very short wncentrated 
period of time. It also encouraged a particular style of Iûarning. In the context of 
100% final exams. one participant commented that there were, ". . . a lot of people 
who got good marks by leaming to write a good law school exam . .. ", and "Greg" 
stated that, "1 can't imagine why they should stay with 100% finals except to 
minimize work for professors." "Bradn commented that 'There's no feed-back at dl! 
You have no ideas what the answers were." and the group unanimously agreed with 
his anal ysis . 
Only one of the participants, "DOM" commented that marks were immaterial to her 
legal education experience and she thought that this was probably due to the fact that 
she was older when she went back to law school. "I had no problem with the 
evaluation system because what "they" thought reaily didn't matter to me. What 
mattered to me is what 1 came out with learning." In response, "Greg" agreed and 
said that while that wasn't his attitude while he was in law school, that was how he 
feels now. "hoking back on law school, 1 think, Oh well, 1 mean as long as I 
leamed something, who cares about the marks . . . " . 
ûther members in the group, however, pointed out that marks can have a long-term 
impact on some individuals, particularly in terms of future academic pursuits and job 
opporninities. As "Mary" explained, ". . . grades can sure have an impact on your 
career after, even outside of acadernic circles, depending upon what kind of articling 
position you were looking for". Despite the potential of marks to influence future 
career opportunities, it was interesting to note that "Mary" had not discovered any 
correlation between law school marks received and suitability for practice. In fact, she 
reflected that, "1 found it very interesting when 1 graduated that ... the best 
practitioners in my area were people who were not particularly distinguished in dieu 
law school years. Yet there was no question that they were excellent, excellent 
lawyers " . 
One-t&ne Interview Responses: 
TABLE 3.3 Summarued Comments of Interview Participants on Marks and Method 
of Evduation, sets out the responses of participants in the one-to-one interviews who 
responded to the questions about the marking systems and methods of evaluation used 
in law school. Of particular interest was the general sense that marks did NOT reflect 
the individuals learning in a particular course. Comments made by participants in 
respect to this issue are in bold print: 
What comments do you have on the marking system and methods of 
evaluation used at law school? 
Did the marks that you received in a particular dass accurately 
retlect your learning? (Responses in Bold) 
NOTE: (*) ptaced by participants who found that there was a correlation between the 
mark received in a class and theù leming or mastery of the course material. 
TABLE 3.3 Summarized Comments of Interview Participants on Marks and 
Methods of Evaluation 
1 
Fretty good, Never d y  thought about it. Don't kuow if it could be doue any 
diffetentiy. Mar* and leamiug is unpredidable, 
Heather 
Problem with the beli-curve - requires that a certain 96 of people Marks do not 
refiect le-. 
Namc 
100% finals are not good Need more practicat mechods (Le. mock chambers) on 
giving feed-back. Task should be reIated to subject. No cotfelation between marks 
received and leamhgg. 
Marks and Evaluation 
I Difficuit to understacad marking system. S i p l y  a function of knowhg 'how to" write exams. Marks did not relled bs own loiowledge of a topk 
Richard FrustraMg. Not sure how things were rnarked. Problem with the beU curve. No 
c o ~ o n  - only reflects abiïity to spout off m 2 hours. 
Victor (9 Fair ewugh. Ranking great for those at the top but is discouragïng for those at the 
bottom. There was a correlation - but some pro& marked too subjectively - gave 
opinion rather than qualicy. 
-Y Totaily arbitmy. Worked extremely hard and then began to work l e s  and l e s  and 
marks went up siightly, No matter what effort made in law schooI it didn't malce a 
diEerence. Don't think courses should be graded on a curve. Marks not an accurate 
reflection of learniog in course. 
Janet Not a huge issue. Type "A" people took a huge ego beating. Caused anxiecy and 
frustration. System of marking did not reflect knowledge. No correhtion behveen 
marks and what was learned - did not renect learning but ability to memorize. 
Penny 
i 
Extremely stressfd ami fnghteniag. Better ta have more tesMg throughout the year 
and not 100 96 finals. Thought that one FaiIure would mean the end of her career. No 
huge c o m n  between marks and IearPiag. 
Benjamin Some profs were tough markers and others were casy. The system of 100% grading 
did not make a big difference. Some correlation, 
J 
Mark and Evaluation (CO&) 
Was a "mystery." Did welI wben liked a course and even in some courses that he 
didn't Like. 100% finals were okay particularly M e n  you didn't go to class. No 
c o ~ ~ n  betaeen marks and leamhg as mpped leamhg &er lirst year. 
Anonymous marking was a good system. Marking on the curve meant that you were 
aot sure how you did which could be nerve-wracking. There was a corrWon 
b-een wbat was ta* and marks. 
100% finals - never understood how these were marked and there was never any 
feed-back. There was no correiation between marks and wbat was learned in a 
course. Papers were more reflective. 
100% h a i s  had terrible impact on people aad did NOT evaluate tnie ability. Awiety 
c a d  by exams and lack of feed-back impacted on learning- Very stressful! Marks 
determined social standing and promoted an extremely cornpetitive environment, Not 
a good correlation. MMcs aduany discomaged real acaded inquiry. Only got 
good marks for gïviug back what professor wanted, r d  learaing was not 
importanî. 
Unfortunate if 100% exams used because aot the best indicator of abilicy- Shouid be 
alternatives. Generaiïy maria cortelate wïth learning. 
Always baffled by marks. Personally don't tike exams - prefer papers. Belï curve 
does wt encourage supportive Iearning environment. Marks are not an indication of 
how much is learned 
Bell curve is unfortunate and 100% finais are a 'crap shoot." There is about a 70% 
correiation between IC-A and maris received. 
Giving marks is useless - everyone passes. 100% exam is not representative of 
Iearning. Possibly a take-home exam would be more indicative- There is no 
correlation between learning and marks teceive& 
Paper courses meant that there was Iess cramming at the end of term. W i i  one 
exception marks were a fair dlection of wbat was leanied. 
100% finals provide the type of pressure chat is appropriate in uaining to be a Iawyer. 
But does not accurately reflect what you how,  
Turow (1977) "One of the clearest messages that emerged to me as a member of the 
fmt-year class . . . (was) the paramount importance of grades. During the fust weeks 
of school, 1 had thought that our marks were used only to measure off the lofty types 
fit for Law Review . but . . . it became apparent to me and my classrnates that grades 
were a kind of tag and weight fastened to you by the faculty which determineci exactly 
how high in the legal world you were going to rise at graduation. (p.91) 
"Beatrice" confmed that this was the situation she had experienced in law school. 
She recalled that marks were considered so important by the majority of snidents that 
there actually developed a phenomenon she termed, "mark groupies ": 
. . . the hierarchy that law school creates directly influences the 
dynamics (of teaching and leming) . . . 1 was fascinated and appdled at 
the way the class dynamics changed and the way the class stratified 
after the f i t  round of marks came out 1 didn't think that grown adults 
could be such groupies of the students who got excellent marks . .. 
there were these sort of fan clubs formed around these students that 
formed the top of the marks hierarchy. 
Her final comment on the marking system and the ensuing social culture of law 
school was that it may have felt, "... good for a select few people who feel very 
included, and very validated by it. ... (but for others) it is either neuaal or has a 
negative impact on many law students. Or else they opt out, particularly older 
students will just opt out of the law school culture.' 
ADVICE TO FACULTY 
The following question was developed for the one-to-one interviews after the 
completion of both focus groups. It was: 
What would you say if you were tallring to the facdty at your law 
school today? 
The question was used in the one- ne interviews as a probe following the query 
about the participants opinions on the improvement of legal education generally. The 
question helped to personalize the responses. The participants were mked in their 
answers with two participants providing very positive comments while three 
participants gave very negative feed-back to their faculty. As an interesting conmt to 
the original break-down on practitioners versus full-time academics, five participants 
would have liked their professors to have b e n  more practical. There were no 
requests, however, for professors to have taken a more theoretical approach. 
"Jonathan" continueci to promote the idea that each instnictor has strengths and the 
way to improve legal education was by professors addressing their shortcomings 
particularly in respect to finding the appropriate balance of theory and practice. 
"Jonathan " stated, 
Don't forget that we're not pure academics, that we have to go out 
there and practice. So for the academics, those academically incl ined, 
I'd Say, 'Don't forget the practicai context of the law!" and for those 
who have an overemphasis on the practical, I'd Say, "Don't forget that 
we are also dealing with an academic structure in the law! ... try to 
find that balance. 
The other advice ofiered to faculty is that: 
1) the methods of evaiuation should be changed; and 
2) to remember that law is a service profession. 
"Peggy " encourageci professors to " ... try and convey to their students that grades and 
money isn't everything (and) that king a lawyer is a service profession. 1 think you 
should try and encourage people to develop their sense of wanting to help people 
rather than just make money h m  them.' 
ADVICE: IF YOU WERE TO TEACH A COURSE .. . 
This question was only added mid-way through the one-twne interviews so only 
eight participants were actually asked this question. Responses repeated some themes 
but from a very different perspective as participants were considering what they 
would do as instnictors. This helped them to provide examplu of their out-look on 
education through envisioning their own application of the key elements of a quality 
education in the classrmm role of the instructor, rather than from the perspective of 
the student. As a result the eight participants responded to the question and provided 
insights into how they would have liked to have been üiught. 
1) Never pretend to know the answer. - Know course material inside- 
out so that you can respond confidently to questions. Use practical 
examples. 
2) Get students to discuss issues. Provide variety , not just traditional 
English case-law. Would not use socratic method. Provide field trip 
opportunities. 
3) Provide a good basis in law and history as well as how Iaw is 
applid today. Teach using a mixed approach which incorporates the 
law in context. Use practical exampIes. 
SUMMARY 
Teaching and learning dynamics are a fundamental element of a quality legal 
education. Participants explored the characteristics of effective instnictors which were 
related to key principals developed by Ramsden (1992). They aiso related information 
about the approaches they adopted as leamers. Over-al1 teaching and leaniing and the 
quality of the experience were found to be symbiotic in nature. The leaming approach 
was affected by the quaiity of the education experience. In turn the quality education 
experience particularly effected the leaming. In fact, certain teacher-leamer 
interactions were found to foster very superfcial or 'surface" methods of learning. 
While other fxtors, enwuraged a deep Iearning approach. A number of elements 
were identifid including work-load and stress as well as teaching style, course 
material and methods of assessrnent which could encourage students to Qke either a 
superfcial or a deeper approach to Iearning. Participants comments and related 
research indicated that the deep approaches to learning are an essential part of a 
quality education exper ience. 
Other aspects of the education experience that impacted upon student learning, 
particularly in the legai education context, were aiso considered. This included 
consideration of: 
1) two types of instructoa at law school - practitioners and full-time academic 
faculty; and 
2) the Socratic case-law method of instruction. 
According to Daioz (1986), 'We learn as much from the way we are taught as from 
the content . . . " (p. 144) This was important as the learners themselves have indiûated, 
there were more lessons that were learned at law school than were necessarily 
intended by the instnictor. Despite the general agreement amongst participants that 
much of the material cm be self-taught and that the learning experience was in large 
part in the control of the leamer, this did not mean that effective instmctors were not 
highly appreciated and part of a quality learning experience. 
In addition, there were aiso other elements of the Ieaming environment that were 
perceiveci as a message that was transmitted through the learning process. Whether or 
not this message was intentional it aiso, as part of the over-al1 Learning environment, 
had a profound effects upon the learner and the learners perception of the quality of 
the educationai experience. These other elements of the learning experience will be 




A key theme identifia by participants was that a "quality" Iegai education had to 
include more than the " formal" Ieaniing experiences of law school. "Jonathan" - "If 
you only went through law school and just atknded the classes, and thatTs it, 1 think 
that, it would be a very narrow experience ... 1 don? think it would be fulfilling at 
dl!" Another participant referred to the need to do this from the perspective of simply 
understanding the law. ".  . you should have experiences on the way, throughout law 
schw 1, to g ive cocontext . . . " to the legal principles taught. 
The emphasis on "informal" leaming experiences was evident when Focus Group #1 
participants were asked to recall signifiant law school incidents. In response they 
rarely recounted situations which occwred as part of the "formal" teaching and 
leaming experiences in Iaw school. Instead they recalIed anecdotal stories which were 
drawn from extra-curricular activities. These incidents were an important part of their 
law school education but they were certainly not a required part of the course-work. 
Involvement in these activities was not necessary to acquire the degree but seemed to 
be essential in guaranteeing a quaiity legal education experience according to the 
participants. 
The participants in the study who indicated that they had not sought to engage in these 
" informal" activities were most Iikely to comment that their law school experience 
was constrained or Iimited. The over-al1 experience was disappointing for those who 
f m e d  solely on course work in Iaw school either by choice or by default. More than 
one participant when talking about their Iaw school experience used the words 
" narrow " or " restricted " . 
This theme was explored M e r  by asking two questions. The fist question was used 
with both Focus Group #2 and the one-to-one interviews. The second question was 
developed following the second focus group and was used in the one-to-one interviews 
to conclude the interview: 
1) How could your legal education experience have been 
improved? ; 
2) Any final wmments on how legai education can be improved 
now, based upon your past experience both educationai and 
professional. 
IDENTIFYING ASPECTS OF A QUALiTY LEGAL EDUCATION EXFERiENCE 
Question: Hoa could your legal education experience have been improved? 
In response to the question on improving their educational experience in law schwl, 
several participants focused on formai teaching and Iearning dynamics and 
rewmmendations included issues discussed in previous chapters. Smaller class sue 
was one suggestion as this would improve class participation and allow greater access 
to professors. More feedback was another recommendation made and this inciuded 
both better methods of evaluation systems over-al1 and ongoing assessrnent throughout 
the term. Finally suggestions were made in respect to improving the quality of 
teaching and the importance of addressing situations where it was well known that the 
professor was inadequate as an instnictor. 
In order to establish whether Focus Group #2 considered extra-curricular experiences 
to have the same merit as indicated by Focus Group t l ,  it was necessary to use a 
specific probe. The group was asked to consider the "larger picture" of the law school 
experience and to provide details about any other activities (outside the class-room) 
that helped make law school meaningful. The aim was to discover whether members 
of the two focus groups agreed in principal that extra-curricular activities were 
important. The query was also intended to gather information on the types of 
" informal" experiences, if any, which impacted upon the quality of a law school 
education. 
The members of Focus Croup #2 responded to the probe by placing a signifiant 
emphasis upon the importance of their volunrary involvement in non-classroom 
learning experienws. This confmed the importance of this aspect of the law school 
experience which the responses generated fkom Focus Group #1 had suggested. 
Participants discussed three different activities : 
1) mooting; 
2) client communications and wunselling; and 
3) participation in the Student Legai Aid' (SLA) C h i c  which generated the 
most over-whelming interest and cornmitment. 
1) Mooting 
The Fust activity identified - mooting - has an established tradition in law school. 
Clark (1987) wmmented that, "Mooting programs and the techniques of legal 
research and writing have long been universal wmponents of the LL.B. regime; 
(while) clinical courses designed to provide training in other practical aspects of the 
lawyering process have emerged only within the last decade." (p.225) 
2) Client Communications and Counseiling 
Interviewing and counselling are nvo of the critical skills that the participants recalled 
as being part of their informai law school experience. Couses which incorporated a 
Generïc name given to the variety of volunteer legal clioics nui by audents which provide information 
and advice to other mdents and disadvantagai members of society. 
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skills component were rare when the members of Focus Group #2 aîtended Iaw 
school. While these types of courses have rapidly gained recognition, most law 
schools still offer skills courses as options and not as part of the required core 
curriculum. The skills identified by the MacCrate Report (1992) as essential for 
competent representation of clients include: problem solving; kgal analysis; legal 
research; factual investigation; communication: counselling; negotiation: litigation and 
alternative dispute resolution; organization and management of legai work: and 
recognizing and resolving ethical dilemmas. (p. 135) (emphasis added) 
Review of the legai education literature revealed an increasing number of articles 
suggesting ways to incorporate a skills component in the core curriculum of 
substantive law classes. One example, was the article by Maurer & Mischler (1 994) 
which describeci a f~st-year course developed at Albany law school which the authors 
stated wuid serve as a mode1 for other law facuities: 
In, Introduction to Lawyering, students examine the life of a case from 
its inception, before it is sanitized and compartmentalized within a 
casebook devoted to a discrete law school subject. They encounter the 
complexity and arnbiguity inherent in case development, and they 
experience fusthand the series of decisions a lawyer must make in 
handling a case from initial client interview through appeal. (p. 10 1) 
Participants commented on the importance of leaming these skills and the few 
individuals who had chosen to attend, on a n o n d i t  basis, the Client Interviewing 
and Counselling sessions, expressed how helpful the had found this experience. 
3) Student Legal Aid (SLA) 
Participation in Student Legal Aid provided the opportunity to participate in a clinical 
law experience which was othemise unavailable to participants in Focus Group R. 
For these individuals, there had been no clinicd courses for which they could have 
received credit when they attended law school. The majority of these participants had, 
on their own initiative, volunteered at some point during their three year program in a 
student-run (SLA) clinic. A few of the participants had been very involved either as a 
clinic supervisor or administrator in the SLA program. These are a few of the 
comments they made about their experience in SLA: 
"Greg " - " I thought SLA was really important. " 
"Mary" - "1 found that I leamed most of my skills . . . that 1 ended up using in 
practice at SLA." ("Kent* and "Greg" agreed) 
"Kentw - "1 guess that SLA was the single most valuable experience for me 
and I have never hired an articling student who didn't have it. " 
Unfortunately, the law faculty did not appear to necessarïly support student 
involvement in the clinic. In fact, participants expressed their disappointment with the 
faculty for not recognizing the importance of the volunteer work that they were doing. 
This was illustrateci by recollections of the ongoing disagreements between students 
and faculty over continued allocation of space within in the law school for the clinic. 
"Kent" continued his praise of SLA and noted that, "... if we ail agree that the SLA 
experience assists in your legal education, you shouldn't have to fight the faculty to 
get it! " Interestingly participants in different provinces recailed sirnilar situations 
where faculty had either been disinterestecl or completely non-supportive of the SLA 
clinic, so this situation was certainly not unique. 
"Ella" made the comment that Iaw school should wnsider making the SLA clinic a 
mandatory part of the university experience. She suggested reducing the theory 
component in the present law school curriculum to two years and then offering a one- 
year clinical program in the third year where students could l e m  the Iaw and assist 
clients. This comment created strong debate in Focus Gmup #2 on the merits of an 
academic versus a practicai legal education. The group were dmost evenly split on 
whether there should be a required practical skills component to law school or 
whether ail three years should be focused upon acquisition of legai theory. Support 
for the latter position was based on a belief that there is very little time for theory 
once you enter the actual practice of law. The views of "Brad" and "Kent" are 
representative of the two positions: 
"Brada - " . . . there's lots of time for practice. There's only three years 
for law school. So I think the type of experience that you find in the 
fmt year (there) should be still more in the other years." 
"Kent" countered this position, however, by saying, - "1 don? disagree 
with you necessarily, except to point out that ... I leamed a lot more 
theory when 1 was doing some practicai Iaw that required me to lem 
the theory. And 1 still know the theory eight or nine years later because 
of that, because 1 learned the two together in certain areas. 
Clark (1987) in a study of curriculum in law schools found that while the frst year 
was very similar in terms of required courses the second and third year programs 
were quite diverse at different law schwh. One of the key differences was the 
number of electives particularly clinid courses. He noted, however, that, 
By theu very nature such courses involve major cornmitmenu of time, 
energy and scarce budgetary resources. Nevertheless, their number and 
range has grown steadily as experience and experimentation have 
brought increas ingly sophisticated methodology . Opposition within law 
faculties to their inclusion within the curriculum Iessened as they were 
seen to provide a bridge between the theoretical and the practical. 
(p.225) 
Clark also discussed the importance of either real (SLA-type) experience or simulated 
clinical courses in assisting the student ta develop their analytical skills and apply 
intellectual insight into situations which might be fkced as a practitioner. 
Essentially withou t using the terminology , Clark was describ ing " Reflection in 
Action" and affirming the important learning that can only take place when the 
student must apply past learning to new and indeterminate situations. Clark then asked 
a question which encompassed a proposal similar in nature to "Ella's" comment. 
Clark considered whether this type of experience was so critical to the professional 
development of the student, that it was questionable whether it should be relegated to 
the status of "option in a core program." 
If, however, the benefits of such programs are so great to those 
students electing to take advantage of them, the question naturally 
arises whether a clinical component should not be built into the 
mandatory curriculum. Put another way, should development of the 
primary skills required in the practice of law be regarded as being as 
much a part of the "core" of the university legal education as 
substantive coverage? (p -226) 
The fact that some law faculties have not adopted clinical programs or offer only 
limited number of placements appeared to be part of the ongoing tension between 
academics and practitioners. This was set out by Clark (1987) as follows: 
At one end of the spemrn are those who strongly believe that law schools have lost 
their true identity as disciplinary units of the intellectual community of the univenity 
through tailoring the curriculum to the perœived needs of the practicing profession. 
(p.222) 
The end result is that fiiculty members who take this position are not easily persuaded 
to move in a direction which is practical in orientation. On the other hand, those 
faculties that have actually accommodated a practical component particularly those 
which offer legal clinics as part of the law schwl experience have found that these 
courses can encompass both theory and practice. While Clark (1987) found that 
clinical programs could "bridgew the chasm between academics and practitioners. he 
also recognized that a serious draw-back was finding the necessary resources to hind 
this more expensive teaching method. 
Three other lawyering skills discussed by Focus Group #2 were drafting, procedure 
and the interpretation of statutes. There was general agreement amongst the 
participants that these subjects were either given minimal coverage or so poorly 
presented. without any wntextual me-work, that they were "of no assistance what- 
-ver!" In commenting on the attempts to learn practicai skills in a classrwm 
setting divorced from any context, "lake", stated that the experience of drafting a 
Statement of Claim for the fust time was very much Iike "that fmt Star Trek episode 
..." presumably refemng to the exploration of uncharted alien temtory where, ". . . no 
person has gone before." Another participant, "Saran thought that there was now 
more recognition of skills courses by the Iaw faculty which she perceived as a positive 
change that had taken place since she graduateci from law school. 
'Raymond" was the only participant who had taken a course specifically on legislative 
drafting and interpretation. He said he found the course interesting and chailenging as 
the primary assignment in the class was for students to prepare a stanite. " It was the 
best mark 1 got in law school because 1 actually got something out of it. 1 had to 
actuall y create something and it was fun! " . 
Stark (1994) agreed with the cornments of participants that, "Statutory anaiysis is a 
vital component of the practice of law, but Iaw schools pay too littie attention to it." 
(p.579) He personally teaches a course in statute law and has found that there are 
numerous direct and indirect benefits. One of the less obvious benefits is that, 
F o r d  to teach statutes, law professors would be f o r d  to alter their 
teaching methods, and that might lead many of them to reflect more 
carefûlly on their instructional goals and methods. That . . . could 
benefit law students. (p.580) 
An increased emphasis on statutory law not only made legal education more effective 
and interesting, it aiso helped correct the error of over-emphasizing case law 
according to Stark (1994). 
ADVICE TO FUTURE LAW STUDENTS 
TabIe 4.2, Summarized Participant Responses Giving Advice to Prospective Law 
Students, which is found at the end of this chapter, sets out in sumrnarized fom, the 
responses which members of Focus Group #2 (Part A) and the participants in the one- 
to-one interviews (Part B) gave to the following question: 
Question: What piece of advice would you give to a law student 
(Iike youmeif) who was entering law school today? 
This was the last question asked in Focus Group #2 and it was one of only two focus 
group questions where every participant was asked to respond. The participants in 
Focus Group #2, gave a variety of advice which were broken into the following five 
themes: 
1) Understand what it means to be a lawyer before you commit to 
going to law school and don't continue in the program if you don't like 
what you're doing . 
2) Remember who you are. Be tme to yourself and be very conscious 
of the deliberate process of socialization in law school. 
3) Maintain a healthy balance between school, social life and family. 
4) Get involved! Particularly in Student legal Aid as this will help you 
to stay grounded and remember why you are in law school. 
5) Don? expect a job once you graduate. 
Each of these categories affects the quality of the educational experience and will be 
expiored in more detail using the literature on legal education and confiming the 
initial advice with further comments drawn from the individual interviews. 
Theme #1 - Understand the Role of the Lawyer 
"Kent" - "My advice . . . would be to go out, meet a lawyer, hue one to 
talk to if you have to! 
One participant stressai that it was important to meet with practitioners from the 
perspective that it might help the student find an area of law that interests them. This 
might assist them in law school by providing the direction and motivation that the 
student needs to get the most out of their legal education. 
"Heather" - If they can they should try to get out and meet some 
lawyers or spend some time with some lawyers so they can figure out 
what lawyers do and that's going to help them choose what they want 
to do in law school and choose what they want to get into when they 
get out of law school. 
"Timothy' gave his advice to a prospective law student based more upon the quality 
of life which he considered to be poor in the profession of law " ... go spend some 
time with a lawyer, and talk to a whole bunch of lawyers, and (have) somebody 
honestly tell you what it's like to practice law ... (because) if you don't reaily enjoy 
what you're doing, it's a terrible way to make a living. That's what 1 would tell them 
to do. " 
A student who was moiivated to attend Iaw school and become a lawyer based upon 
financial considerations would be well advised to carefully reconsider this decision 
based on the comments of participants. The most practical advice was given by 
"Kent" who recommended that the student, "... get hirn (the lawyer) dm&, get a 
look at his tax retunis ..." and over the laughter of the Focus Group members, he 
justifieci this statement by saying that students should understand before they make the 
commitment to law school what it is like to practice law today. 
1 think that people would avoid some disappointment and resentment, if 
they had a better understanding of what a practicing lawyer is, before 
they go through that very dificult, not necessady unhappy, but very 
dificul t educational process. 
Finally "Penny" spoke about the importance of contacts within the profession - ". . . 
get to know the law f i s ,  the area of law that you want to practice in and if possible 
to work at Iaw fums during the surnmer to get experience." She recommended that 
snidents start as early as possible learning what it means to be a lawyer, not just 
intellectually but through actual practical work experience. 
Schon (1988) identified the need for there to be greater congmency between the 
education that professionals receive and the actuai skills and knowledge required in 
order to make a successful transition to their professional career. He stated, 
. . . professional educators have voiced with increasing fiequency their 
worries about the gap between the school's prevailing conception of 
professionai know ledge and the actuai corn pet encies required of 
practitioners in the field. " (p. 10) 
If law schools are not prepared to provide a more grounded or realistic education for 
h i m e  professionals then the participants are giving essentiai advice to future students 
when they suggest that they acquaint themselves with members of the profession. If 
students are to acquire a "quaiity" education experience they need to first develop an 
accurate representation of the practice of law if that is their future ambition. 
As participants have noted, the prospective student will not only determine whether or 
not the difficult educationai experience is worth the sacrifices but they may also 
discover personal direction which will assist them in gening the most out of their 
educational experience. They will also have to, in the words of the participants, take 
responsibility in ensuring that theu educational needs are met. The student must 
engage in those situations that will bring about the requisite knowledge, skills and 
attitudes whether or not those educational opportunities are available in the "formal" 
learning situations provided by the law faculty. 
Participants noted that there were very limited oppominities for students to acquire 
the necessary practical experience in the formai curriculum. Students were therefore 
advised to connect with alternate or informal educational experiences that would help 
to provide them with some conception of the " r d  world." This issue of incorporating 
a practical component in the academic scheme and giving students a "hands-onw 
exposure to the profession is an issue which has long been settled in ahost every 
other school of professional education. (Stark et. al: 1986) Researchen in a far- 
reaching study of university education in ten pre-professional fields, including law, 
found that, 
Although law and joudism debate the role of clinical and field 
experiences in the professional program, professionai educators in the 
other areas seem to have resolved that issue and have incorporateci such 
activities into the curriculum. In architecture, dentistry , education, 
engineering, Iibrary science, medicine, nursing, pharmacy, and social 
work, some kind of mediated work entry foms an important element of 
professional preparation. " (p .45) 
Some have argued that in Canada the year of articling which follows law schwl 
provides sufficient opportunity to leam the practical side of law. The unfortunate 
consequence for the individual, however, can be the discovery following this 
traditional route, that after a three year investment of time and intense energy, they 
do not Iike the practice of law. In addition, when Ieaming does not occur " in contextw 
for a three year period of time it is simply not realistic to expect that the years of 
theory will coalesce in the term of articles where fiequently supervision is not 
ongoing and mistakes can have serious consequences for client. 
Theme #t - "Remember who you are" 
In Focus Group #2, "Sara" was critical of law school in fostering an education 
envuonment in which the law student could "lose thernselves": 
1 would Say remember who you are when you go into law school and 
be conscious of the fact that it's a socialization process. Whether or not 
it's deliberate. it's happening to you . . . right at the very beginning 
when they say - "Look to your Ieft and look to your right and someone 
isn't going to be there a year from now! " . . . have a heaithy scepticism 
. . . and realize these are pretq much the sarne techniques they use in 
cults. " 
Unfortunately, her comments while extreme may be justified as the psychologid 
pressure of a law school education has long been the subject of study. Benjamin et.d 
(1 986) researched the role of Iegal education in producing psychological distress in 
law students. In reference to an earlier study by Taylor (l975), reveaied that research 
in this area had resulted in four behavioral assumptions about the professional 
developrnent of lawyea: 
1. Certain procedures of legai education produce an uncommonly high degree of 
stress in students. 
2. The high degree of stress leads the sadent to adopt cypical and shared kinds of 
attitudes, behaviours , values, and traits. as ways of reducing anxiety . 
3. The attitudes, behaviours. values, and traits are personally or socially 
undesirable and may be inimical to the process of law. 
4. Such pernicious attitudes, behaviours and values are in part adopted because 
they are trammitted by faculty precepts. (p.252) 
Another study cited by Benjamin et.d.(1986) was a test of law students using the 
Omnibus Personality Inventory which showed an increased level of anxiety and 
feelings of intemai conflict in fmt year law students. 
Hedegard (the researcher) proposed that the scores increased because 
the students unsuccessfully attempted to resolve conflicts between the 
value systems they brought to law school and what they are learning 
about the law and how it works, which may introduce ambiguity." 
@ -227) 
Benjamin et.d (1986) reporteci that "The pattern of results suggests that certain 
aspects of legal education produce unwmmoniy elevated psychological distress Ievels 
among signifiant numbers of law students and recently graduated alumni." (p.247) 
The researchers found that the higher distress Ievels were not the result of certain 
types of people choosing to enter law, rather it was the Iaw schml educational process 
itself that affécted the individuais. 
. .. ody 3 - 9% of individuals in industrial nations suffer from 
depression; prelaw subject group means did not differ fiom normative 
expectations. Yet, 17 - 40% of law students and alumni in Our study 
suffered from depression, while 20 - 40% of the same subjects suffered 
From other elevated symptoms. 
Another way of understanding how stresshl the legal 
educational process appears to be is to compare the symptom scores of 
law students with those students from another professional program. In 
our initiai study, medicai students and law students were compared . . . . 
law students developed significantly more distress than medical students 
for ail symptoms . . . (p .%y) 
Although clearly not able to follow his own advice, "Raymond" stressed that students 
have to realize that the whole law school system should not be taken so seriously by 
Iaw students: 
... I'd love to just Say, "Look, this is the system. Think of it as hoops 
you have to jump thrmgh! .. . try and get through it without geaing 
overly anxious about it ... &et) 1 know for me 1 got so worked up in 
my fust year, that, you know, it was a health risk ... it was really bad 
stress . .. " 
Benjamin et.d (1986) attempted to address what elements in legal education cause 
such elevated stress levels. The researchers noted that, "First year students are 
generally overwhelmed. The work-load leaves many without time to sleep and relax 
adequately or to enjoy relationships with fiends and relatives." (p.247) "Kent" was 
one of the participants who found that law school was essentidly a gnielling test of 
personal starnina, particularly during the period of exams. How well you do at law 
school was, ". .. really a reflection on how well you can do without sleep for two 
weeks and concentrate. " 
"Jakew commented that he would advise prospective students as follows: I would Say 
don't, don't forget you have another life, a real Me. Be sure to enjoy it! Don't get 
caught up in the whole thing ..." He also cautioned not to try and becorne what, "... 
the people who (are) hiring you, what they want you to be like. Be yourse&'" But 
participants agreed that the advice to resist the socialization process of law school was 
easier said than done. 
When the researchers (Benjamin: 1986) asked, whether it was possible that law 
schools could have such a pervasive socializing influence on students the answer that 
they gave was a resounding - 'Yes" (p.251) "In fact, law schwls appear to be the 
most invasive among al1 graduate education. Thus it should not be surprising that law 
students " learn the requirements of the system and turn thernselves into the kind of 
people the situation dernandr. " (p .252) 
Turow (19'77) in his book "One Lu, recalled his experiences in fust year Harvard 
Law School. The following conversation with a friend in the early weeks of law 
school, as related by Turow provides a personal illustration of the research findings 
"They're tuming me into someone else, " she said, referring to 
our professon. "They 're making me different. " 
1 told her that was cailed education and she told me, quite 
rightiy, that I was being flip. 
It's someone I don't want to be," she said. "Don't you get the 
feeling al1 the tirne that you're being indoctrinated? (p.83) 
Turow (197'7) supplied a further scenario of the "education or indoctrination" process 
in which a particular Iaw students' strongly-held principles were challenged and 
dismissed as unimportant in class. In the following scenario the student (Mr. Vivian) 
has just suggested that in solving the specific legai issue in question it is important to 
rernernber that: 
... AI1 persons are created equal. 
"Oh, are they?" Perini asked. "Did you create them, Mt. Vivian? Have 
you taken a survey?" 
"1 believe it, " Vivian answered. 
" Well, hooray, " said Perini, " that proves a great deal. How do 
you justifv that, Mr. Vivian?" Q.84-85) 
The demand to examine and justifjv al1 opinions was recognized as not only difficult, 
but disconcerting by Turow and fellow-students. Yet he noted that within a month, 
discussions between students changed fundamentally as students became more skilled 
in reconciling and jiistifying positions. The new style of debate, however, precluded 
emotion. This was not an easy nor in the larger scheme of things a desirable 
transition. As a fellow-student of Turow's stated; 
"I don't care if Bertram Mann (the professor) doesn't want to know 
how 1 feel about prostitution," she said that day at lunch. "1 feel a lot 
of things about prostitution and they have everything to do with the 
way I think about prostitution. 1 don't want to becorne the kind of 
person who aies to pretend that my feelings have nothing to do with 
my opinions. It's not bad to feel things." (p.85) 
The impact of law school has been considerd in two published personal joumals - 
Turow (Lm who attended Harvard Law SchooI and Goodrich (1991) who attended 
Yale. Despite the discrepancy of almost L5 years, the experiences related by the two 
authon about the impact of law school, are remarkably similar. Goodrich attended 
only the first year of a law school program as part of a Masters of Studies in Law. 
He stated that, 
Before going to Yale Law 1 had joked with friends that 1 would 
consider my year a success if 1 convinced a few law students to drop 
out. Now, drawn to law's power as much as repulsed by its effects, I 
redefined the joke. The year would be worthwhile, 1 told myself, if I 
convinced a few law students to stay enrolled - and then, as lawyers, to 
change the legd culture fkom within. (p.57) 
Benjamin et.& (1986) combined snidy data with a review of the literature and made 
three recommendations on how Iegal education could be restructurai in order to 
reduce distress levels amongst students: 
1) excessive work-loads which result in time management problems need to be 
rnonitored more closely by faculty; 
2) chronically high student-faculty ratios should be reducd: and, 
3) increased development of students inter-personai skills with a corresponding 
decrease in emphasis on conventional law xhool cumculum which 
concentrates solely on the development of analytical skills at the expense of 
inter-personal concem. 
A legai educator, Berger (Dvorkin et.& 198 1) also found that the key criticism of a 
law school education is the over-emphasis on analysis and reasoning and the devaluing 
of emotions. 
. . . 1 believe that legal education is tao single-mindedly absorbed in 
affairs of the head and tw inattentive to - indeed, rejecting of - matters 
of the h m .  Legal education is an intensely cerebrai pursuit. The 
highest praise we can bestow upon our students is to tell them that they 
" think like a lawyer. " which requïres a wholly anaiytical matrix for 
dealing with problems ... 
. . . Students l e m  quickly that if we, their instmctors are to judge them 
highly, they must prove themselves with their heads. (p.33) 
The mer-ernphasis in a law school education on teaching rationai thinking processes 
and stripping away ernotive content has serious affects on the student. The teaching 
style and emphasis in law school dso has potentiai ramifications for society. 
1 do not assert tbat legal education makes our graduates evil, but 
1 do believe that legal education makes our graduates less feeling, less 
caring, less sensitive to the needs of others, less tolerant of the frailties 
of their fellow matures, even less alarmeci about the in-justices of our 
socieq, than they were when they entered law school. 
What concem me is the mind-set and the hear-set into which we 
mould our students; that it is better to be smart than passionate; that 
people who feel tao deeply tend not to think t o ~  clearly; that a fine 
intellect can rationalize any position or state of affairs, no matter how 
outrageous or indecent or unjust . .. 
At the N k  of sounding simplistic. we should train our students 
to deal with other human beings, so they will begin to understand that 
when a client cornes into a lawyer's office he is usudly a disturbed 
penon, so they will begin to appreciate that very often what surfaces as 
a legal problem has its mots in deep-seated social problems. Above 
al1 - and this has nothing to do with the curriculum - I think that we as 
teachen must let our students know that we value them, and not oniy 
for their intellectual abilities. For unless lawyers value the 
compassionate in their own beings, 1 think they will be incapable of 
caring about the human needs of others. (p .33-34) 
"Greg" recognized the distancing of oneself from others which was created by the 
legal education received. 'As lawyers we may completely ignore the emotional 
contents of the situation. ... 1 hope it's not the way we practice but (it's) the way 
you're taught to think in law school." 
Theme #3 - Maintain (a heaithy) balance 
In Focus Group #1, there were some very strong sentiments expressed about the law 
school experience which bordered on suggesting that it was damaging to one's 
personal psyche. These comments were taken very seriously by the group members. 
In fact, many participants in both focus groups and in the one-to-one interviews 
considerd that the only way to maintain one's sanity was by achieving a balance 
between law school and other aspects of their life. Establishing fkiendships and 
focusing on the social aspects of law school were one of the more important 
recommendations made in respect to rnaintaining balance. Quotations from six 
participants refiect the range of coping mechanisms adopted and illustrate the need for 
the individual to maintain personal connections and a balanced perspective and life- 
style. 
"Heather" - "Enjoy it! . . . Get involved! .. . get to know (the) 
professors . .. make some good fnendships. 
"Janet" - " Get involved, like get involved in study groups and things 
l ike that. " 
"Peggy" - believed that she took the wrong approach to law school and 
she recommended that students "Connect with people with similar 
interests rather than being so narrow. The mind-set 1 was in, 1 didn't 
want to spend a second longer at the law schwl than 1 had to ..." 
"Richard" - "... get involved ... get to know dl these people ... get 
involved in cornmittees, in sports teams, and those other things . . . (it 
is) really sacrificing an important part of the law school experience if 
@ou) just focuseci purely on the studying ... try not to lose that 
perspective and try to have a balanced Iife when you go into law 
school. " 
Vonathanl'- "Take advantage of the social opportunities because the 
friendships and the bonds that you make will last a lifetime." 
"Vidor" - "Don? take it too seriously ... (law students should) 
maintain a balance in their lives, law school is not everything. T'en 
years fkom now when they're a practicing lawyer, what happened in 
law school will seem very dim and very unimportant, probably, so 
don't get caught up in the "Paper Chase" devoting your entire Me and 
sou1 to law school." 
This final comment was an interesting analogy to the movie for in the final scene, the 
central character - a successful law student - was seen making a paper air-plane out of 
the marks he has just received and sending thern out over the ocean without finding 
out his 'standingw in the class. In the beginning the hero allowed the whole 
experienœ of first year law school to overwhelm him. Al1 of the students surrounding 
him are portrayeci as trying desperately each in their own way, and for the most part 
unsuccessfully, to cope with law schwl. He eventually cornes to terms with the fact 
that Iaw school wiil absorb al1 of the time and energy any individual cares to give. 
So in the end, the message, is similar, to the one repeated by the comments of 
participant in this study - get involved, live law school to the fullest, try your hardest 
but in the end do not let the experience over-whelm your equilibrium. The message 
was also clear that strictly focusing upon marks will in the end diminish your law 
school education experience at best and at worst, it can completely undermine your 
self-confidence and self-esteem! 
Theme 4 - Get Involved! 
Volunteer Involvement (Student Leeal Aid) 
Three perspectives were identifieci on the recommendation to become involved in 
Student Legal Aid programs either as a volunteer, or as part of similar c h i c  
experience offered as part of the "formai" law school curriculum. Generally 
participants concluded that it provided the student with the following opportuniries: 
i) to Ieam the law in context; 
ii) to acquire the necessary skills; and 
iii) to contnaute to society through community service. 
i) Law in Context - The frst benefit of working in Student Legal Aid clinics was that 
it provided the student with an undeatanding of the "law in action." The premise 
behind participants who saw value in this as an educational experience was the 
capacity of such activities to help the student to better understand the Iaw which was 
being lemed in the classroom. 
In the words of "Benjamin", working at SLA enhanceà the leaming experience: 
There is so much knowledge being acquired in three years of law 
school, but in addition to ail the academic or core knowledge that 
you're acquiring, it's also very helpful to acquire some sort of a 
perspective, practice perspective. 
... one of the things 1 would definitely recommend to a student is to 
participate where possible ... in c h i c  or field experiences to add 
meaning ... I think it helps the over-ail leaming experience and 
retention and understanding. So much of what you learn at law school 
could have more meaning and more application if you had some fuller 
understanding of the practice context. 
"Heather" - "Get involved . . . do something such as Student Legai Aid" . . .(it is 
a) chance to put ail that theory to a test." 
"Brian" - "Experience as much of it as possible by not only working hard but 
also . . . getting involved with the people at law school. " 
One key ara of involvement that "Brian" recommended was Student Legal Aid as  he 
found this to be important for two reasons. It was, "Extremely valuable for meeting 
people that you might remain in contact with after you graduate and, learning how 
you're going to apply al1 this academic stuff." 
Some participants were clearly less motivated to continue in law school when their 
studies were solely presented from an academic perspective. The opportunity to 
engage in practical application of what they were learning, often helped to motivate 
them as students to "see the light at the end of the tunnel" and continue on in law 
school. For example, "Janet" remmrnended involvement in order to get practical 
experience which she found was often sorely lacking in law school, 
Get involved in something Iike Student Legal Aid or get a job at a law 
fm in the summer to give you some sense of why you are learning 
these things. " 
ü) Skills Acquisition - A second purpose for involvement in SLA was that it helped 
students acquire the necessary skills for practice that were not found in other courses. 
Participants indicated that ultimately they were better able to help their clients, once 
they begin articles. as a result. This makes the clinical or volunteer experience part of 
a well-rounded legal education experience. 
"Jonathan" - ". .. lastly, 1 would say get involved in some of the other practical things 
such as Student Legal Aid . . . mooting programs because the skills you learn there and 
the experiences that you have will stay with you. Because you're looking, 1 think, in 
law school for as broad a range of experiences as you cm." 
üi) Comrnunity Service - A third reason for involvement in SLA was altruistic in 
nature. It was premised on the idea that the lawyer as a professional should feel an 
obligation to repay society for the privilege of being a member of the profession. 
Working in a volunteer legai aid chic  can help to set the student on the course of 
service to the community . 
"Greg", in Focus Group #2, did not see SLA as being necessary from the view-point 
of the student, he simply recommended involvement in SLA, because it, "... is just a 
very practical, rewarding, socially important thing to do." 
"Jonathan" thought that his experience at SLA had given him a perspective on the law 
that was criticai to his present legal philosophy. As a law student, he was able to help 
two disabled people fight the welfare system to get the? full benefits. "1 came away 
from that experience thinking, there is tremendous power in the law! It can have a 
tremendous impact on people's lives. While we tend to, sometimes, forget that and 
just treat a file as a file, it's one thing 1 tq not to forget, is that how important the 
law is to a person." 
Theme #5 - Donyt Expect A Job (as a Pradicing Lawyer)! 
In recent years a new element has corne to the forefiont of legal education - the 
prospect that a law degree is no longer a guarantee of employrnent. This will have a 
significant impact on future law students and may result in changes to their own 
personai aims and expectations as well as affecting the over-al1 objectives of law 
school. 
In Focus Group #2, "Dawn" commentai that prospective Iaw students should not 
expect to get a job, but she dïsagreed with "Ella" who suggested that it was not worth 
going to law schwl. "Damn - "Oh, I don't agree with that, 1 think it's a really 
wondemil educational experience, but don? go in expecting that law school is going 
to get you an articling position." 
"Peggy" suggested that law school can be a good entry level degree for many 
different careers. She suggested that graduates, "Keep an open mind about what you 
can do with a law degree. Because 1 don't think it's realistic that people are al1 going 
to get jobs in the private sector . . . " 
The following four quotations express further commentary on the current job situation 
h m  the perspective of the participants: 
Weqjamin" - He would not recommend law school from a strictly economic 
perspective because, " . . . it's become such a cornpetitive field with relatively few 
opportunities at the end." 
'Teter" - "Get out! DonTt go!" was his advice to the student who was considering 
entering Iaw school today. His reasoning was smctly financial - "Things have 
become so cornpetitive, we, 1 literally jut scrape. I've been doing this for eight years 
and 1 don't know where our next months expenses are coming from yet!" He did 
acknowledge that if the individuais reasons do NOT include the practice of law then it 
may be worth going through law school. 'If you want to do it for academic, or self- 
enhancement reasons than go right ahead. " but he cautioned that you may wish to 
consider another degree fmt preferably in a trade that you can fa11 back on. 
Tkm.is"De - "Go to Thailand" was his advice to prospective law students, presumably 
rather than beginning or continuing the three years of law school. His advice was not 
surprising given that he continued by relating that as recently as a few days prior to 
the interview he was wntemplating leaving the legal profession himself. Yet by his 
own admission he is one of the few of his class-mates that actually enjoys the practice 
of law. He stated in the interview, T m  having a great time! It's a lot of fun! " but his 
advice to law students was that, "If you don? like it - Get out! Because there's 
nothing else to recommend it!" He agreed that would be dificult to determine 
whether or not a person would like the practice of law until they actually enter the 
work-place. " ... it's reaily hard to know until you try. It's kind of a big gamble I 
think. ' 
"Richard" - "You may corne out with a degree but ... it's not like you're to have an 
article, let alone the you're going to have a job that's kind of secure after that . . . " 
"Raymond" encouraged law students to be proactive in seeking out the skills and 
knowledge required if it was not avaîlable as part of the "formal" law schwl 
curriculum. 
I'd Say, ... reaiize that the system is not adequate to prepare you. If 
you're planning a career in law, if you're planning a sole practice I'd 
say take the extra time ... to l e m  about office management (and other 
'basic skills" because) ... It certainiy doesn't prepare you for what 
you're going to need at the other end, so you have to take personal 
responsibiiity for yourself. And don't expect the law fm or the Law 
Society or the academic world to give you what you need to be a 
lawyer. It's not going to. 
Two final areas referred to in advising law students about how b a t  to approach their 
law school education were: 
1) the impact of Iaw schwl marks on securing articles and; 
2) the choice of electives. 
Marks and Articles 
While most participants advised students not to make marks the focus of their legal 
education, a few individuals disagreed with this general consensus. While definitely a 
minority view-point, they stressed that law school marks are a legitirnate and 
important goal and advised students to consider their standing in the class if they 
hoped to expand their options in the tight job market. 
a) "Jonathan" - "Study hard to get the marks because then you will 
have many more doon open to you at least at the outset. Your marks 
become much less important ... after you have been practicing. 
b) "Penny" - "Do very well in your fust and second year! Make sure 
you get a good article! " 
Choice of Electivm 
One last issue identified was the caution to prospective law students to be careful in 
setting out their educational program. Members of Focus Group #2 were concerned 
over the recent tendency of law schools to offer increasingly "esoteric options" which 
had Little relevance to the actual practice of law. Participants believed that the trend to 
offer more obscure "fIavour of the month" courses confused students. The courses 
may look good in the calendar but they will not help the student find a job upon 
graduation or assist in day to day legai practice. This must be contrasted with the 
opinions of Focus Group #1 members who thought that law schools in the future 
would adapt by offering increasingly more specialized courses and perhaps developing 
fields of expertise within the law faculty. 
An underlying belief apparent in the comments of Focus Group #1 participants was 
that law students must not neglect core courses which are necessary for the practice of 
law. Yet it was agreed that as the law changes, the obscure subject rnatter courses of 
today may be seen as tomorrow's hot topic. But even more interesting was the 
apparent paradox of those individuals who justified the non-inclusion of skills courses 
based upon the argument that law schwl must be academic in orientation. Yet these 
sarne individuals saw no double standard in restricting options so that students do not 
neglect core substantive area courses that are necessary for the day to day practice of 
law. The argument against the eleaives, was simply that they are not practid enough 
to justiQ inclusion in the law school curriculum. Yet practical courses are found to be 
unacceptable because law school should not gear its curriculum towards training for 
the practice of law. This was a very interesting incongruity. 
In responding to the request for advice that participants could give to prospective law 
students, the responses indicated which aspects of the law school experience were 
perceiveci to be most beneficial. The following TABLE 4.1 sets out the responses 
which members of Focus Group #2 gave to this question. This was the last question 
asked in this Focus Group and it was one of only two questions where every 
participant was asked to respond in turn to the question. 
Question: What piece of advice would you give to a law student 
(like yourseif) who was entering law school today? 
TABLE 4.1 - Summary Participant Responses (Focus Group #2) - Giving Advice 
to Prospective Law Students 
Focus Group 
' 




Maintain balance. Practical versus thwry . Involvement in 
SLA to keep grounded. Balance with family life. 
Don't expect a job. Law is good educationai experience. 
h n ' t  go. Educational experience is not worth it. 
" Saraw 
" Jake " 
Remember who you are, othemise you will find that you are 
lost. Be conscious of socialization process. Maintain a 
healthy scepticism and remember Iaw school is like a "cult". 
"Mary" 
"Kent" 
Keep life balanceci. Treat it like a 9:00 to 5:00 job. Don't get 
caught up in cornpetition. Be yourself and if you don't enjoy 
it then quit! 
-- 
Understand what it is to be a lawyer before commit. Don't 
expect to get a job. 
Talk to lawyers and find out about what they do and their 
incorne. Understand what it is to be a lawyer before commit. 
Don't be consurneci by law. You need to step back and 
reflect . 
II "Greg" 1 Learning is the individuais responsibility. Cet involved in 
SLA as it is both practical and rewarding socially. 
TABLE 4.2 - Summary Participant Responses (One-to-One interviews) - Giving 
Advice to Prospective Law Students 
Piece of Adviœ to a New Law Student 
Meet with iawyers and find out what they do. Choose what 
you want out of law school. Enjoy law school - get involved. 
Form fnendshi~s. Do SLA work. 
Go to medical school instead. If you go, keep an open mind 
about what you can do with a Iaw degree. Connect with 
other people. 
Expenence as much as possible. Work hard but get involved. 
Meet people. Do SLA work. 
Get out. Don't go! Uniess you are simply going for academic 
selfenhancement. Stay on top of readings. Forget high 
marks . 
- --  -- 
Realize what you are getting into. There are no guarantees 
on getting either articles or a job. Don? concentrate on 
marks. Lead a balanced Iife. 
Don't take it too seriously. Maintain a balanced Iife. Find out 
what you want to practice and specialize. Law school can 
open the doors to business and alternate careers. 
- 
Get experience working with the public either before or 
during law school. Increase ability to question. Practicai 
experience - law related. Get involved with other students. 
Do VERY well in your fust and second year. Get good 
articles. Know your law f i s .  
Economically don? go to law school. If you do go get ch ic  
and field experience. hc t ice  helps over-al1 learning in law. 
Go to Thailand. You should oniy go to law school if you 
really want to be a lawyer - if you don? like it then get out 
because there is nothing to recommend the actual practice of 












Piece of Advice to a New Law Student One-to-One 
Interviews (continued) 
Snidy hard to get good marks because this will open doors as 
f i  take marks very seriously. Get involved in SLA, 
mwting and make fkienciships. 
Tell them, "Look this is the system - think of it as hwps you 
have to j jump through . . . and don't worry about it so much. " 
Stress can be a health risk so just try to understand the basic 
concepts and get through the system. Also reaiïze that law 
schwl will not prepare you for the practice of law so if you 
want to be a practitioner than you should take time to l em 
basic skills. 
Quit while you're ahead. It depends on what the students 
goals for law school are - why they want a legal education. 
Student should chwse a law school based on area of interest, 
Have lots of social support and find like-minded people in 
the law school for social support. Good luck! 
Keep open mind and take off "blinders". 
You really have to fight to keep confidence. Law is a very 
consenative profession and if you are not that kind of person 
it tests you. 
Consider law school your life - not simply as a stepping 
Stone. Enjoy it! Don't focus on marks but on the whole 
expenence 
Take well rounded classes and maintain outside interests. 
Keep in mind that you may not be a practitioner when you 
graduate. 
Spend time with lawyers and find out what practice is Iike. 
Be redistic. Find area of interest and focus in that area. 
Handle stress (in his case he participated in sports on a 
regular basis). Maintain balance. 
SUMMARY 
The focus on the " informal" leaming experiences of law school emphasized the 
importance of students being connecteci to the experience of law school and yet 
maintaining a balanced approach. Those participants w ho es tablished friendsh ips , and 
found positive ways of coping with the stress of law school, ended up having a much 
improved perception of the quality of their legai education experience. 
Students who were connecteci to peers and clients through SLA found this to be a 
beneficial experience h m  both a legai and personal perspective. It was considered 
important for students to take responsibility for finding out the necessary information 
to plan theu own education program. Students were advised that their needs may not 
be satisfied by the "formain leaming experiences offered in the traditional law school 
curriculum. Participants also recommended that students foster early connections with 
members of the Iegal profession. This helped students by giving them a realistic 
appreciation of the curent state of the legal profession as well as providing 
information on the necessary skills, knowledge and attitudes required for the 
successful transition to the legal community upon graduation. 
CHAPTER 5 
INTRODUCTION 
Education still holds the promise of a "better world" and many snidents enrol in law 
school on the strength of this promise. The better world may be socieral, or it may be 
personal but most students believe that admission to law schooI is a tuming point in 
their lives for the better. The current challenges in legai education, as identifid by 
participants. provided a sobering glimpse, however, into a future where hopes of a 
"better world" may not be so easily realized. The participants expressed not only 
diswntent with the outcornes of legal education in the nineties but a r d  concern for 
funue graduates who face an increasingly difficult transition to the working world and 
the legai profession. 
Unfortunately, law schools are generally focused on tradition and do not tend to be 
hture oriented. Acmrding to Neave (1990) Iegal educaton have wntinued to discuss 
the direction of legal education from very narrow and introspective positions that 
assume life will continue in much the same way as it has in the past. Despite rapid 
changes in the world outside, many developments are either ignored or minimized as 
being of littie concern to the law school itself. Neave (1990) stated that, 
Debates about legal education (often) ... fil1 me with a sense of 
unreality, because they are so inward lwking . . . the legd education 
questions which are so hotly debated at faculty and law society 
meetings seem trivial . . . (and) there is a danger in focussing discussion 
on the minutiae of legal education and divorcing it h m  a broader 
vision of the role of lawyers and law in our society. (p. 150) 
Therefore, in preparing law students for the 21st century, Neave insisted that as, ". . . 
legal education does not exist only for lawyen but for the community which the legal 
profession exist(s) to serve . . . " it is necessary that law schools be aware, " . . . of the 
profound changes which are likely to occur in legal and social institutions in the 
fuwe and to discuss the implications which these changes will have for those 
involved in legal education. " (p. 149) 
MacFarlane (1994) agreed that law schools continue to promote a very narrow view 
of legal education in Canada. The c-culurn content, methods of delivery and 
evaluation often fail to take into account a changing Canadian society or even changes 
in the make-up of the student body. MacFarlane criticized the law faculty for fading 
to broaden the definition of knowledge. She characterized the narrow perception of 
knowledge and leaning in the law school environment to be the most signifiant root 
cause of the g e n e d  lack of awareness of developments in the larger society. 
Classroom teaching methods, assessment processes, and the shape and 
substance of the law school curriculum are crucially shaped by how we 
understand the nature of "knowledge" and "leaming". Law school 
pedagogies are still heavily influenced ... by a rationalist mode1 of 
knowledge which assumes that knowledge can be objective, certain and 
universal, and which measures achievement against those standards. 
(p. 359) 
According to MacFarlane this, " . . . continueci dominance in legal education of a 
rationalist mode1 of knowledge ... (which) reflects a narrow view of what is "real" 
knowledge inevitably fails to reflect or respond to the radically changing conditions of 
a pluralist society. " @ -359) MacFarlane mncluded her assessment of Canadian law 
schools by recommending several changes including the use of experimental teaching 
and leaniing methods as, " . . . an alternative to the didactic, lecture-style teaching 
methods that (are) predorninant in law school." (p.359) 
A key criterion for Neave (1990) in asswing a quality legal education was a 
consideration of the role that lawyers will ultimately play in the society of the future. 
In fact, 
Questioning the role of lawyen may well result in the conclusion that 
they should be performing quite different functions and being educated 
in a very different manner from the way in which they are being 
educated at present. " (p. 159) 
It was therefore considered critical to canvas the opinions of participants about th& 
perceptions of the primary legal education issues facing law schools at present, and in 
the future. 
It was apparent from the Iiterahire and from the comments of the participants that 
there needed to be M e r  discussion. and decisions made, in respect to the aims of 
university legal education in the nineties and beyond. Yet the most common issues 
which are the subject of debate in recent years tend to be those topics which focus 
upon the more irnmediate coocerns of funding. In fact, much of the conversation 
about the direction of university education, generally, and legal education, 
specifically, has centred around discussion of economic issues. The lack of adequate 
financial resources and the ongoing debate about student enrollment, particularly the 
question of whether to reduœ the number of law graduates have b e n  two central 
issues for Iaw schools in Canada. 
Participants identified both of these issues as affecting legai education, but were 
generaily more wncemed. and directiy impacted by, a third issue - the challenge of 
obtaining rewarding and fulfilling employrnent after law school. Unfortunately the 
issue of post-graduation adjustment and the impact of societal change on the overall 
effectiveness of legal education as a preparation for future employment have often 
b e n  considered to be marginai or irrelevant to the majority of law professors. 
According to Neave (1990), however, the law faculty mut  think seriously about the 
future of legai education as it is no longer respnsible to simply consider the 
development of legai education from within the "box" of law school - as if legal 
education could be taught separate and apart fiom the real world context. 
DeveIopment of the Question 
Focus gr ou^ #1 - Issue Identified 
Focus Group #1 expressed strong concem about the future of law school studies and 
the legal profession. It was generally felt that the changes which have already 
occwed and which are imminent will have a profound effect upon legal eduûation. 
Certainly it was apparent that in order for law schools to remain relevant there must 
be attempts made to adapt to the changing times. One method of adaptation which 
Focus Group #1 participants identified was the increasing specialization of law 
schools. Participants commented that law schools in Canada wouid be likely to 
continue the current trend of offering unique programs in certain speciaiized areas. 
Examples generated by the group included a law faculty known for its Corporate Law 
program; another school which offered an Alternate Dispute Resolution specialization 
and a third law school which offered courses specific to the law and Iegal concerns of 
the Pacifc Rim. In this way a law faculty was seen to secure a particular niche by 
demonstrating a marketable specialty which attracted certain student. and faculty. 
The centrai concem which emerged in Focus Group #1, however, was in respect to 
the number of Iaw school graduates. This issue was discussed in some detail. The 
group recognized the importance of avoiding exclusionary measures such as quotas on 
law s c h d  admission which wouid oniy protect the memben of the legal profession 
with littie consideration for society. Yet this position was balanced by the recognized 
need to protect the quality of legal seMces which would ultimately be compromised 
by poorly educated practitioners. Participants in Focus Group #1 were also concemed 
chat the need to compete with the increasing number of recent graduates in an already 
sanirated market would mean a lowering of standards as practitioners were forced to 
sacrifice quality in order to cut costs. 
Focus Group #2 - Ouestion 
In order to expand upon the general theme of "issues in legal education" which Focus 
Group #1 identified, the following question was developed and used in Focus Group 
What do you see as the greatest challenge in legal education today? 
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From the responses of Focus Group #2 participants the following sub-thernes were 
developed: 
1) Change: 
(a) Information Age/Computerization: 
- Changes in technology have resulted in the need for students 
to be cornputer literate. 
@) Cost & Quality of Legd Education 
- Funding of university education has decreôsed at a time 
when the need to provide a quality legal education has 
increased. More effective teaching and leaming methods 
are compromised by the lack of adequate fùnding. 
2) Tm Many Graduates: 
Focus Group R participants recognized that it is a very grim situation for many 
ment law graduates. The general consensus was that law schools m u t  consider 
encouraging law students to pursue alternate careers and assist them in this regard. If 
this issue was not addressed then the necessary alternative would be saicter quotas on 
the number of students admitted into Canadian law faculties in numbers more 
reflective of societies' need for lawyers. 
3) Core Courses - Relevance: 
There was a perceived need to determine and offer those core courses considered to 
be the fundamental building blocks for future practice. The law faculties should be 
careful not a adopt "flavour of the month" topics in response to public and student 
pressure or to satisfy faculty interest without carefully considering the value of these 
courses for the student in the future, 
4) Balance Between Theory and Practice: 
The ongoing debate between training and education continued and most participants 
indicated that it was likely this issue would not be resolved in the near hiture. Again, 
it was agreed that in order to determine the appropriate mix of theory and practice it 
was first necessary to determine the purpose of Iaw school. Participants in Focus 
Group #2 recommended that this issue could be settled by a joint effort of the law 
faculty in conjunction with the respective Law Societies. Both should be considered 
equal and necessary partners in creating a clear statement of the aims and objectives 
of a law degree. Mile  this should occur at the National level, it was not foreseeable 
in the near future according to the participants. 
One-To-One Interview Ouestions 
As the foregoing question generated pertinent information on current issues in legal 
education ~ v o  very similar questions were used in the individual o n e - t ~ n e  
interviews: 
What do you see as the greatest challenge in legal education that 
law schools face .... (1) today? (and) ..... (2) in the future? 
Comments made by participants in the one-to-one interviews generally supported the 
sub-themes identified by the two Focus Groups. The following two issues were 
predominant: 
1) rapid changes in technology & law practice; and 
2) the impact of the increasing number of law graduates. 
It was interesting to note that when asked about challenges in legal education, most 
participants chose to answer this question by referring to negative problems that law 
schools face now and in the future. Participants were generally very anirnated in 
dimissing these issues. They demonstratecl a genuine wncm that law schools need to 
carefully reconsider their current practices and develop more appropriate responses 
which signify a better adaptation to contemporary Canadian society . 
Another interesting phenomenon was that when asked about challenges facing law 
schools in the present. and then asked to consider future challenges. most interview 
participants commented that these would be the same problems. A common answer to 
the second question was that current issues will simply becorne increasingly serious in 
the future, particularly if no action is taken soon. In some cases the question about 
future challenges generated additional issues but the issues identified by participants as 
"being in the future" were clearly current problems which could be addressed now by 
law schools. There were simply no issues perceived as a problem "in the future" that 
another pmicipant hadn't identified as an area that was already causing concern 
today . 
ANALYSIS & REVIEW OF RESPONSES: 
1) Technology & Change 
Law schools in Canada are facing a diffmlt time of transition. Rapid changes in 
recent years have forced the modification of the traditional legal curriculum. 
Technological developments, in particular, challenge the relevancy of the law school 
curriculum. "Benjaminn noted that the advent of the information age posed one of the 
greatest challenges in legal education. " . . . since al1 law relates to information. " The 
increasing use of cornputen results in the need for ongoing training of ail legal 
personnel . . . (as) everybody moves to greater use of cornputers for everything fiom 
searching and precedents, to research and doing case law." He concluded by stating, " 
That's probably a whole . . . field unto itselfi. " 
"Raymondw agreed that the Iaw school must accommodate the new technologies and 
encourage students to actively seek leaming opportunities involving newly developed 
amputer programs. When asked what he saw as the greatest challenge in legal 
ducat ion, he answered , 
Well, 1 think adapting to the reality of the new rnillennia, the new 
paradigm, in practice and in business and in society ... 
1 don't know what they (the law faculty) are doing about the computer 
and the revolution of the Intemet ... when 1 went io Iaw school and 
asked a senior practitioner. 'Should 1 leam how to type?", he said, 
"That's what secretaries are for. " Right now 1 do al1 my own work on 
my computer and that's the way al1 the young lawyers are working 
now. 
In an article entitled, "From Quill Pen to Cornputer,' Smith (Esau & Pemer (Eds): 
1990) stated a similar premise, 
It is no doubt trite to speak of the computer age as a second industrial 
revolution, but . . . what is happening is certainly revolutionary. The 
amount of information that lawyers are required to deal with in legal 
process is constantly increasing, and the technology for handling it in 
electronic form is developing at a fast pace. (p.19) 
Smith (1990) reviewed the impact on the actuai practice of law and finished his article 
with the statement that, "Legal ducation has the challenge of training lawyers for the 
practice of law in the 21st century. In the ensuing years there will be a great demand 
for young lawyers who can practice law within an electronic environment." (p.25) 
Yet "Raymond" was critical of law schools, particularly when they are not adapting to 
the changes in society or moving too slowly to "provide adequate service" for the 
students. He saw the "computer revolution" as being a "... reai change in the whole 
way that the system is working ... and if a lawyer cornes out of law school and 
doesn't know how to use the Internet, doesn't know how to word process his own 
forms. doesn't know how to use basic Excell or spread-sheets ... " then the comment 
that " Raymondn would make to that student is, " You're out of luck! " in trying to 
adapt to the new working world. 
Arthurs (1995) also expressed concern about these changes, particularly the 
phenomenal increase in information and the impact this will have, both on what is 
taught and ultimately how lawyen perceive thek role and function in society. The 
primary job of the lawyer is to deal with information. Therefore, in the age of the 
"information explosion" lawyers, for better or for worse, will be one of the most 
afftxted groups in society. Arthurs (1995) stated that we are entering the Information 
Age with a resulting shift in the cenaal paradigm. In his article, "A Lot of 
Knowledge is a Dangerous Thing: Will the legal profession survive the knowleûge 
explosion? " , he cornmenteci, 
We are in the midst of a crisis which encornpasses the creation, 
management, transmission and validation of al1 forms of lawyers' 
knowledge - technical howledge, craft knowledge and systemic 
knowledge. " (p .30)  
He then considered two options which face the legal profession. The ultimate decision 
will have serious ramifications on both the way in which law is taught and the content 
of what is taught: "Essentially, we have two choices: either we will continue to insist 
that lawyers can and should know everything, or we will accept that lawyers must 
become expert in some fields of knowledge and know very little about others." 
(p.301). 
This lads to a consideration of two orher issues identified by participants; 1) the 
increasing specialization of the practice of law; and 2) the need to become a Iife-long 
lemer in order to wpe with the demands of ongoing change in the information age. 
-al Specialization and Life Lone Leaming 
In respect to the future, there will be an ongoing need to respond to change. In fact, 
"Raymond" stated that the "new social paradigm is change itself." A persons career 
used to be much more stable and predictable and this was reflected in dl walks of 
It used to be that in the 50's you'd get called to the bar, and join a big 
fum, and that was your job for the rest of your life. It wasn't just law, 
it was the same in the mechanic shop or the automotive industry, or 
wherever you were - you were a "fm guy." You'd go into the 
corporation - you'd go up the corporate ladder. Nowadays, everybody 
expects change . . . so if the universities, and this isn't just law school, 
if the univeaities can't produce people who are independent, then the 
whole system falls dom, and who is going to win? ... the technicai 
institutes, the ones that are acwlly preparing people to function and 
adapt . . . you l e m  something, (and) get out. You can move quickly. 
"Raymond" thought, however, that it was unlikely individual faculty members could 
do much without a major over-haul to the legal education system. "They've probably 
pushed the limits of the box as fàr as they could, but they're still in a box." When 
asked what was imposing the limits on the law faculty, he answered that this was a 
good question, 
1 think the system is just perpetuating itself ... certain conventions just 
continue because that's the way it's been done over the last three decades and 
nobody wants to reaily challenge it. And if you challenge it, you're a heretic. I 
think there's definitely room for a paradigm shifi in the whole approach to 
legal education. 
One way participants recommended law schools remain cornpetitive, was the adoption 
a more practiceaiented approach which incorporated the option of specidization. 
More than one participant favoured the "medical rnodel" over the present legal mode1 
as there was more emphasis on practical training and preparation for the transition to 
the profession. 
If the law faculty cannot adapt to change then the consequences could be quite harsh 
according to 'Raymond": 
. . . this whole telecommunication thing (is) going to change the whole fabric of 
society . . . it's happening quickly (and) . . . the academics who are sitting in 
their little Ivory Towers reaily haven't f i g w d  it out yet 
But one day ... the changes are going to corne and there will be this 
ugly reckoning. l3ecause you om't have students going to university for 
four years and learn nothing about how to be practical in society, 
whether it's law or othenvise. It's not going to happen. 1 think there's 
going to be a real brain-drain away from the Universities toward the 
Technicai Institutes. 
Certainly there hu to be a better fit between the law school curriculum and the 
ultimate needs of students and Iaw graduates. Yet there also has to be a realization 
that the student can no longer expect a complete education where every future 
educational need is satisfied. To assist in this transition, the law faculty have a 
responsbility to foster independent learnen who will be able to cope with the 
demands of a changing world. 
Naisbin (1983) wrote about the impact of the information age in his book, 
Megatrends: Ten New Directions Transforming Our Lives. He stated that, "In the 
new information society, where the oniy constant is change, we cm no longer expect 
to get an education and be done with it. There is no one education, no one ski11 that 
lasts a lifetime now. Lie it or not, the information age has turned us al1 into lifelong 
leamers. " Naisbitt (1 983) recognized that both the leamer and the institutions of 
learning will have to adapt to new roles. He wntinued his analysis of education in 
this new age by emphasizing that the prirnary aim can no longer be the acquisition of 
knowledge itself but the ski11 and meam to access knowledge. "In a world that is 
constantly changing, there is no one subject or set of subjects that will serve you for 
the foreseeable hiture, let aione for the rest of your life. The most important ski11 to 
acquire right now is leaming how to learn." 
Ultimately the ski11 of life-long leming is also essential fiom the perspective of 
continueci cornpetence in future practice as a lawyer. Cervero (1988) found in respect 
to mntinuing education for professionds that "Both anecdotal evidence and rigorous 
research support the notion that professionals' participation in educative activities is 
related to their zest for leaming. Those who have a great deal of interest in learning 
participate in a p a t e r  number of activities as well as different types of activities." 
(p.69). Law schools must take a role in fostering selfdirected learning with the 
assumption that lawyers must continue to develop their own ducational program 
following @mtion. Law schools should also help to ensure that leaniing itself is an 
enjoyable experience which w il1 encourage funire learning initiatives. 
While there may be divergent opinions about how law schools should adapt to 
changing times, there has been at least a general consensus that the ultimate impact of 
technological change and the exponentid increase in information has resulted in much 
greater complexity and sophistication of even the traditionai study of law. The 
consequence for bot, the law student and the legai practitioner has often been a sense 
of king ovenvhelmed by adjusting to change and the sheer quantity of information. 
London (Esau & Penner (Eds): 1990) stated that, 
There is no question that the cornputer, the fax machine and the Xerox 
copier have changed the practice of law ... (but) the most important 
difference between then and now is the overwhelming increase in 
personal stress. 1 don? think 1 can emphasize that phenomenon too 
much ... 
When 1 look at the difference in practicing in the tax field, for 
example, between the sorts of business concems, let aione legislation, 
that one has to take into account today as opposed to 27 years ago, it's 
the difference between kindergarten and univenity, to use an 
educational metaphor. It is incredibly cornplex. (p. 6-7) 
The ever-expanding body of know ledge will b y necessity require corresponding 
changes to teaching methods. The result has been that law schools have tried to find 
the often elusive balance between imparting knowledge and yet offering an 
appropriate mix of breadth and depth in specific legd subject areas. Unfortunately, 
there has been little done to provide guidance to law faculties in Canada. This has 
been W e r  exacerbated by the increasing division between practitionen and 
academics. There has been little serious dialogue about the necessary skills and 
knowledge from a practitioners view and what is thought to be of value from an 
academic perspective. Arthurs (1995) predicted that serious consequences for the 
future of the profession would result from, 
. . . (the) serious divergences between the academy and the practicing 
Bar. To offer you a thumbnail history of Canadian legal education, law 
teaching was once dominated by part-time lecturers who epitornized the 
values, knowledge and preoccupations of the practicing Bar. Today, 
legai academics look pretty much Iike other university professors, with 
similar credentials, career patterns . . . and with essentially similar 
intellectual interesa. Precisely because of these intdlectuai interests, 
the Iaw teachers' drift, away from the Bar and towards academe is 
likely to accelerate . . . 
We can already see the early effects of this process. Senior - and not- 
so-senior - practitioners are often surprised and occasionaily alienated 
by what ment graduates regard as legitimate forms of professional 
knowledge - especially by "radical" forms of knowledge. (p. 302-303) 
Law schools need to take the initiative in restoring contact with the profession. The 
law faculty should be prepared to teach a broad range of courses or find sessionai or 
adjunct professors from the private bar to assist. In addition to developing the 
capacity to teach more practice-oriented courses, the faculty should also provide a 
balance b e m n  these types of courses and others of a more highly theoretical nature 
(i.e. perspectives on the Iaw courses). Legal analysis and reasoning and iegal research 
are standard courses but other lawyering skills are equally important and are ofien 
neglected in the 1aw school curriculum. Through the development of clinical programs 
and courses with a practical component it wilI be possible for the law school to offer 
a more diverse program that allows students more practice oriented options. MacCrate 
(1992) stated that 
. .. observations suggest a continuum in which law schools and the 
practicing bar should participate jointiy in the professional development 
of lawyers, it is important for Iegal educators and practicing lawyers to 
recognize that they have different capacities and oppominities to irnpart 
these skills and values to future lawyers. (p.234) 
The resource of practitioners as instnictors should therefore not be forgotten by the 
faculty and every effort should be made to make the education of funire lawyers the 
joint responsibility of the private bar lawyers and the law professors. 
2) Too Many Graduates? - Not Enough Jobs 
There was a general consensus of participants that there are tm few positions in the 
profession of law for the number of law graduates. This has meant in recent years 
that a certain percentage of graduates cannot enter, or continue working in, the legal 
profession. This percentage, who are either unable to find articles, or keep working 
after complethg articles, has been increasing each year. It is a fakly recent 
phenornenon which is particularly disturbing as it is occurring at a time when record 
number of more senior practitioners are dso leaving legal practice. Despite the 
attrition of lawyers leaving the profession this does not seem to be resolving the 
problem. 
The issue of the number of graduates has been of significant concern in Canada for at 
least a decade. In 1987, "... the problem of numbers and the widespread belief within 
the profession that there are too many lawyers now and that law schools should not be 
releasing nearly so many . . ." (p. 147) was the subject of discussion between Wilkins 
and an official of the Ontario Bar Association (Wilkins: 1987). The issue at the time 
was that the official was concernai because he had been visited by, 
. .. (a) number of lawyers one and two years after joining the bar who 
had not yet found positions ... He was struck, he said, by the strength 
of thei. sense that the iegal profession owed them somethiog in return 
for al1 they had given up to equip themselves for practice. (p. 147) 
Le Brun & Johnstone (1994) similarly identifid this as being a significant problem in 
Australia. "Some people face the prospect of long-tenn unemployment, while others 
fear that they will never secure jobs. Even those who succeed may find that they are 
locked out of opportunities for promotion as various "glass ceilingsw are 
encountered. " (p. 15) 
Unfortunately, those interviewed indicated that the problem has not only continued but 
has, in fact, becorne more serious and widespread. Of the individas interviewed, 
there were two participants who had been unable to find work as lawyers following 
the year of articles and a third participant who since the interview has been given 
notification that her contract position will not be extended. The situation continues to 
woaen and now, in addition to the problem of securing work afkr the one year of 
articles and passing the Bar examinations, there are a growing number of law 
graduates who are unable even to secure articles. If a graduate is unab le to find an 
articl ing position they cannot complete their professionai education and are precluded 
fiom admission to the bar and the right to practice law. 
Lowerïng the number of students admitted to the law program was one solution raised 
by the participants. Although it seemed "necessary " , it was not favoured as a response 
to the problem. In considering the issue of quotas, "Brian" felt that the law faculty 
should at least consider a ". . . policy about whether they should admit fewer students. 
While he recognized that " . . . at some point that becornes elitist . . . on the other hand 
do you allow people to enter law school so that they can, broaden their horizons and 
get a good education . . . knowing that there isn't going to be jobs for everybody (who) 
graduates." "Mablew also stated that she felt cut backs in enrollment were absolutely 
necessary, aithough she was similarly worried about the impact of quotas. Her 
concern stemmed from the fact that at the present time law schools are not reflective 
of the general population and there was a definite need to amact a greater divenity of 
students fkom the general population. This would potentially be thwaned if stricter 
quotas were enforced and marks were the sole determinant of entrance to the law 
program given that traditional methods of determining admission tend to favour 
certain groups in society. The research into current admissions processes, would lend 
support to this view. According to Alvi et. al (1991): 
. . . (admission criteria) favour students from farnily and culturai 
situations that encourage them (the student) to aspire to such 
educational oppominities in the fmt place . . . reliance upon success at 
the undergraduate level of the existing educational system f~Is to take 
into amount the impact of systemic discrimination on many Iess 
advantaged commun i t ies . 
In fact, Thomhill (1995) reported that Iaw schools as the prime gatekeepers of the 
profession have failed to equaily allocate access to al1 groups in Canadian society: 
A 1992 Justice Canada report surveying ten Iaw schools in Canada 
concluded that discrimination attributed to race or ethnicity both 
observed and experienced by "Visible Minoritiesw and First nations 
peoples was reportecl: outside the law schooI; within the law school; 
perpetuated by both students and professon alike; and dso during the 
application for admission proces. (p. 8 14) 
Quotas, of course, have always been an issue in professional programs but in recent 
years debate on this topic seerned particularly acute in legal education. The reaiities of 
the post-graduation struggle for employment in law was a harsh contrast with the high 
expectations of students entering the profession. Participants each had their own 
variations on the theme of securing or attempting to find satisfjhg work. Much 
interest was generated by this topic although the sentiments expressed were often very 
grim particularly for future Iaw graduates. 
Altemate Careers 
One solution recommended by participants was to re-think the purpose of the law 
degree. Law graduates may have to be prepared to see a law degree as a generd 
preparation for a broad variety of careers rather than as a specialized degree which 
only Ieads to one career path. "George" was one of the four participants who had 
voluntarïly left the practice of law. In his case he had been in a large fmn, then 
practiced as a sole practitioner and at the time of the interview had chosen a lucrative 
and rewarding alternate career. "George" would not want to see legai education 
limited in terms of decreasing enrollment or restricting the focus of law school to a 
more practice orientation. In fact, he thought that the greatest challenge of Iaw 
schools today was bridging the gap between expect-ons of law students and the 
reaiities of the work-place. 
1 think that my own expectation going into law school was that I would 
be practicing law for the balance of my professionai life and 1 think ... 
the over-whelming majority of people both those who apply to law 
school, and memben of the general public, believe that (the training of 
lawyers) is the function of law school. 
1 think that (it) should be made known both to people who apply to law 
school, and to members of the general public ai large, that law schools 
can serve a more diverse function and that a legal education can be a 
very usehl background for many different areas of endeavour. 
"Peggy" was clearly in agreement when she expresseci that law schools should take 
the initiative of encouraging students to broaden their perspective of what a legd 
background can mean in tenns of employment options. The greatest challenge, in her 
view, was, 
... the number of people still wanting to go into the traditional law 
practice given that there aren't the jobs anymore ... I think their (the 
law school's) chailenge is to show people what they cm do with a law 
degree other than practice in a big downtown fin. 
Law Schools Role in Post-graduation Transition & Placement 
Participants recommended two alternatives to stricter quota's on the number of law 
students admitted to Iaw school. They were: 
1) the law school wuld assist students to access employment 
opportunities both in the field of law and dso in alternate careers; and 
2) the law school could ensure that graduates have the requisite 
know ledge and skills necessary to CO mpete effective1 y in the wor k-place 
if graduates found that the oniy way they could practice law was to 
open their own sole-practitioner office following articles. 
According to "Brian" - The greatest challenge for law schools was, " . . . not 
guaranteeing but providing employment oppominities. " Clearly in agreement with this 
position was "Benjamin" who stated that ". . . Iaw school should be doing placements 
... of students and ensuring that they continue through to rneaningfil careen." The 
role of the law schwl was not limited to simply assisting in the placement of students. 
"Brian" suggesred that the law school must ensure that students are adequately 
educated to meet the challenges of the work-place: 
Balancing traditional education (and) core curriculum . . . keeping the 
education contemporary and meaningful . . . (and providing) a practical 
aspect to your education as well, especially with a career focus, so that 
you corne out not with just a purely academic understanding, but also 
an ability to move fluidly into your practice. 
"Peter" - agreed that law schools mut consider offering practical courses that would 
assist students in the transition to the business reafities of the nineties. He cornmented 
that students are wming out of law school and many of them are not getting kept on 
at the law f m  where they articled. These graduates are then, " . . . faced with the 
problem of looking for either aiternate czeers, or having to Ieam very quickiy how to 
run a small business. We were taught nothing about ruming a business in law school, 
and that is probably one of the things that should be included in the practical side of 
things in school . " 
Need For Action 
"Richard" curnmented that he was fortunate that he was able to find an articling 
position and is now called to the Bar. For close to two years, however, he had been 
unable to find work as a lawyer. He stated that law schools either need to incorporate 
a more practicd focus or consider shortening the Iaw school and extending articles 
which will provide the necessary practical work experience to the graduate. In this 
way, the person would be better prepared to becorne a practicing lawyer. Particularly 
for those who are unable to find permanent work in a law f i  after xticles, if they 
want to practice law it means that they, 
.. . are coming out of articles and having to start  their own f m s .  1 
don? know if a lot of the people are really adequately trained to have 
dl the skills to redly give people adequate legal advice, to adequately 
represent them in court . . . ", when they have only had one year of 
articles following an academicall y focused degree. 
"Richard" continuai his reflections, "1 think it is really disillusioning, a lot of people 
... corne out of law school and find that there's really no work." It's not only a 
struggle to find work but aiso to maintain employment, as much of the work is simply 
short-term contracts. "Richard' was divided on the question of "Iimiting the flow" of 
people into law school as this means denying some people the opportunity of a legal 
education. According to "Richard" this would be unforninate, for, in his words, " ... 
people are entitled to a legal education, for its own sake" whether or not they 
ultimately go on to become practicing lawyers. 
While quotas were not favoured, even fewer participants supported the option of 
maintaining current admissions and simply failing more students. Generally the law 
school program was perceived as stressful. A higher failure rate would only 
exacerbate this situation. Many participants also expresseci Iittle faith in the law 
fanilty as arbiters of later success as a lawyer. In fact, current evaluation systems 
were perceived to be poor indicators of an individual's capabilities, either as a snident 
or as a future professional. 
It was beyond the ambit of this research to consider the impact on society, or the 
profession, of the phenornemi growth in the number of law graduates which has led 
to difficulties in securing articles or employrnent. The ever-increasing numben of law 
graduates have created at least one serious problem for law schools, however, which 
participants believed needed to be addressed: the role that marks play in determining 
future prospects of employment. Whether or not Iaw schools chose to restrict the 
number of graduates, they must recognize that in the present market-place, a student's 
marks largely determine whether or not that individual will have the opportunity to 
ultimately practice law. 
"Richard" has persondly experienced the frustration of a thwarted career in law, yet 
he  was emphatic that al1 graduates should, "... have the opportunity ... to become a 
lawyer and it shouldn't necessarily be ail on marks." In the finai analysis he 
concluded that it was a difficult issue that the, ". . . law societies and the law schools 
are going to have to reall y address . . . they owe people that. " 
In the past the marks that a student received had an initial impact upon the options 
that were open to that individual. (WiIkins: 1987) Options increased in terms of the 
range and quality of articling positions if higher marks were attained. Students who 
perfonned well generally had more choice in terms of area of practice and type of law 
€m. Alternatives such as articling with the Courts or pursuing a Masten of Law 
degree were only open to those with the highest marks. After articles, however, the 
marks that an individuai received in law school generally becarne much less important 
and success in practice was perceiveci to have little correlation to academic 
achievement at law school. 
Unfominately, the present situation has becorne much more serious as graduates with 
Iower marks may find that they are unabie to find a law f i  willing to take them on 
for the requisite year of articles due to the saturation of the market-place. If marks 
preclude the graduate fkom securing articles then the law school has effectively 
determined who has the right to practice law in the future and who does not have this 
opportunity. This would ody be justified if the current marking system rneasured 
future effectiveness as a lawyer. Those who were interviewed agreed with leading 
Iegal educators that marks do not assess or indicate future ability to practice law . 
(Feinman and Feldman: 1985) "Ranking in legal education is misleading because it 
does not make a meaningful staternent about student ability. Grades that are the 
product of a leaming system with a defective critical process and a limited scope of 
evaiuation do not provide a meaningful statement of the snidents promise as a 
lawyer. " @. 547) (emphasis added) 
Wilkins (1987) also criticizeû the marking system of law schools particularly the over- 
reliance upon the use of examinations as a tool of evaluation. Marks are not only a 
pmr indicator of future effectiveness as a lawyer, they are ofkn not even an adequate 
measure of current performance. 
Wilkins (1987) continuai by commenting that, 
The problem is not with their precision; exam results can, no doubt, be 
used - or gerrymandered - to produce a discrete ordering of al1 students 
in every case. The problem is to understand what relevance such 
rankings could possibly have, when they result so obviously fiom 
measurement of the wrong thing. 
He goes on to add, 
Law school grades are engineered and produced to help the wholesale 
Iegai made te11 different law students apart ... Al1 this makes final 
exams untnistworthy indicaturs of real legal competence, unfit 
instruments for use in checking readiness for more advanced work, or 
for the responsibilities of law practice. (p. 128). 
As marks may now be instrumentai in closing the door to future prospects of 
practicing law, the law schools have an increased responsibility to demonstrate that 
marks indicate future ability to practice law. Othenvise maintaining current methods 
of evaluation become a grievous injustice, if the impact of the rnarking system is to 
preclude certain individuals from the practice of law. Law schools can no longer rely 
on later weer developments in an individuals life to rectify an inadequate evaluation 
systern. This issue will become increasingly important as more and more graduates 
are directiy impacted by a negative law school evaluation. 
Wilkins (1987) stressed the power of the law faculty to determine future careers even 
before the problem of finding and securing an articling position arose, " . . . . (the law 
faculty) cannot fail to appreciate just how much leverage they have over the shape and 
the inflection of their students lives during those three years. Careers and 
relationships can be forged or broken, opportunities realized or irretrievably lost in 
the space of that time. " (p. 115-1 16) This is not a position to take lightly, particularly 
in these more cornpetitive times when there may be little opportunity for graduates to 
o v e r a m e  their past ranking in law school whether relevant or not to their funire 
endeavours . 
Law schools must address the question, whether it is "fair" to admit students into a 
professional degree program, with the attendant investment of time and money, when 
the ultimate prospects of employment or potentially even entering the profession as a 
full-fledged lawyer are not the bat. Le Brun & Johnstone (1994) thought that as a 
result of the current employment situation, there would ultimately be a readjustment 
in the number of students in law schools. 
... we must anticipate that the demand for legal education will level off 
and probably decrease once prospective students think the market for 
law graduates is saturated. (p. 38 1) 
There has been little evidence to suggest that enrollment has declined as predicated 
and many participants believed that it was ufvealistic to rely on a market-place 
adjustment. Nor was this considered a responsible position for the law faculty to take. 
" Raymond " asserted that, 
There's no way that the law wmmunity, society, can accommodate the 
number of lawyers that get "spewed" out every year. There's just no 
way. And maybe the market will take care of that, but it's not fair to 
have these people corne out.. . 
The result of not finding work on graduation is not simply a statistical problem, it is 
an issue wit5 a " human side" according to "Penny". She identifiai the greatest 
challenge in legal education to be, 
The fact that we're producing too many, too, too many lawyers. And 
that these poor kids are coming out right now with no jobs or very poor 
jobs and no hope of ever recouping the money they've spent for student 
Ioans over a LONG education. 
The lack of evidence to support any re-adjustment in enrollment has been evidenced 
by the fact that there continues to be many more applicants, than there are positions 
in Canadian law schools. The optimism may be accounted for, at least in part, by the 
confidence that each individual brings to law school. Acceptance into the law program 
is based on increasingly exceptional performance in an under-graduate degree. Each 
student enters the pragram believing on the strength of their past successes that law 
school will reward their efforts with meritorious marks similar to those achieved in 
the past. Unfortunately the majority of students cannot maintain their past standing in 
the top 10 % of the class when they are now competing with other students with 
similarly exceptional education back-grounds. Clearly 90% of the students mut [ose 
in the law school lottery of marks. 
The cornpetitive struggle for marks and recognition in law school often leaves deep 
feelings of inadequacy and faiiure for the majority of students who no longer pull top 
grades. When this translates into the inability to find articles or work as a practicing 
lawyer than the result can be an over-ail loss of identity, loss of peer group and even 
loss of friendships. Law schools need to carefully consider the dictates of a new 
econornic climate and the impact this has on the law school environment. Those 
elements within the control of the law faculty should be addressecl including the 
ramifications of the job market on aspects of law school including current evaluation 
systems . 
"Tirnothyu believed that, "Finding jobs for al1 the people who graduated." was the 
greatest challenge in legai education. He estimated that " ... 30% of the people corning 
out now, cannot find a job at dl!" and he criticized those who contend that law school 
should not be geared toward producing practicing lawyea. The fact that a signifiant 
proportion of the m e n t  graduating classes cannot find work is, ". . . not a problem if 
law school is purely an academic exercise, but everybody sure talks about it like it is 
a problem . . . " 
In concluding this section, the mmments of three participants provide a summary of 
the cenaal therne: "Tm many graduates - not enough jobs!" 
a) Law schools have an obligation to re-think legal education and 
incorporate practical experience; 
"Janetw discussed two key issues in legal education which are inter-related: 1) the 
quality of the articling experience; and 2) the ". . . huge number of graduates that are 
coming out of law school, with the idea that al1 they c m  do is practice with a law 
degree." She criticized law schools for not accepting the challenge of either cutung 
back the number of people admitted or taking a more responsible role in the transition 
to either legal or alternate careen. Particularly in respect to articles, she was 
disturbed by the "hands-off policy of the law school. "The law school party line is 
that, "We're not here to train lawyers, we're not here to give you your practical 
teaching, that's the law f m  job when they hire you for articles." ... (then - the law 
schools) have a responsibility to really take a good hard look at the quality of adcles 
out there and ... in faUness communicate to people that you may or may not get 
decent practical training." 
b) There will be a senous back-lash if legal education does not properly 
prepare students for the curent work environment; 
"Jonathan" - "Well 1 think that the Iaw schools today are dealing with (a) very 
practical, very difficult problern, in that, they have to prepare the students for a very 
cornpetitive world. You know, the lawyers in (this province) have probably doubled 
in the last ten years. " He considered the question of whether or not it is the role of 
law school to address this issue. In response to those who would argue that laws 
schools need not consider these issues because they are only dealing with theoretical 
legal education, he stated, 
1 think that they cannot divorce themselves from the realities of the 
market-place out there . . . they are graduating too many, too many 
individuals, it's not healthy for the system . . . (although) there's al1 kind 
of altemate careen . . . the expectation is that rnost of these people wiil 
want to practice as lawyers. 
"Jonathan", similar to "Raymond', also predicted a negative back-lash if law schools 
do not address this problem: "... right now law schools are trying to Say, "It's not 
our problem, it's the professions problem . . . ". It's going to become more and more 
of their problem because 1 think there's going to be more and more resistance and 
criticism as people get out and Say, "Hey! 1 thought that I'd be able to earn a living at 
this and 1 really can't! - There's just not the places or not the demand, so why didn't 
you tell me the reality of this at the start?' 
c) If nothing is done to address the situation then it will reflect badly upon 
the Iaw school and the legal profession; 
"Victor" considered the question of whether the law schooIs were graduating too 
many students and believed it was an issue that mut be addressed, "... if for no other 
reason than in a purely human sense in that you put somebody through three years of 
school and a year of articling and then for there to be no jobs or un-fulfilling jobs, 
it's in the end wunter-productive. It will reflect badly on the profession and the 
institutions that graduate the lawyers " . 
3) Core Courses & Relevace 
"Heather" commented that '. . . one issue has to be quality, to rnake sure that the 
candidates that are coming out of the law schools are at a certain. at least threshold 
level." Participants generally agreed that law schools should continue to emphasize 
the teaching of legal analysis and reasoning and legd research. What was often a 
matter of contention was whether clinical programs. which have the capacity to teach 
lawyering skills other than just the study of cases, are of any value. 
"Demis" emphaskd that the key element in determining a core curriculum was 
setting the aims and objectives: "1 mean what do you want a law school to be? 1 mean 
that's the question that has to be answered." He continued by stating that, 
Given my idea of lawyen as technicians ... 1 don't think there's any 
reason that it muldn't be held at (a local tnde schooI) .. . you could 
teach the basics but most of it has to be learned on the job. 
WhiIe other participants were less extreme in stressing the practical component, the 
majority supported a cumculum which would balance theory with practice. The 
practical component would include the teaching of skills associated with practice. 
While many law faculties have been reluctant to take on this role, the law school is, 
in fact, in a unique position to expose students to the full range of these practice 
skills. This was seen as an opportunity which rnight not be readily available to 
graduates in actual practice. 
Another issue identifiai by "Heathern in respect to core curriculum was the following 
challenge 
... (to) stay relevant with the changes that are going on in the 
profession, so that the courses they are offerhg are still at the brink or 
the forefiont of what's happening in the law. 
Teaching the core curriculum was central to the Iaw school program, according to 
"Heather' and there was a need to keep ". .. a focus on teaching despite al1 of the 
pressures for academics to be publishing or writing or researching. " 
" L y ~ e "  believed that, 
... the greatest challenge they have is giving each individuai saident the 
education that they want. I think there are a lot of people demanding 
very different things from their legal education. There are people who 
want to come out as practitioners and people who want to corne out and 
do Master's degrees and teach and what they want is very diflerent. 
She would not Like to see law school become a "... trade school, but there are a lot of 
people pushing for that. " She believed that the situation would become increasingly 
intense, 
. .. 1 think they're going to find more and more pressure again to make 
practitioners coming out of Law school because law is becoming much 
more of a business than a profession and in some respects you have to 
hit the ground ruming ... where you used to have the luxury of being 
trained for a year or two by a mentor that's just not happening anymore 
and students are having to become a little bit more self sufficient. 
. .. you neai the background in practical matters that Iaw school just 
doesn't give you, but at the same time Iaw schools will still be expected 
to provide the theory and the background that is necessary to practice 
as a Iawyer. 
'BettyW thought that the biggest issue in Iegd education was the same as the chdlenge 
for the university in general - " . . . resisting pnvatization and resisting the 
encroachment of business interests into the curriculum." She was concened because 
of the budget cut-backs, that the universities "... are trying more and more to get 
private funding which means big business a lot of the time. Big business is demanding 
that graduates of universities come out job-ready . . . with quaiifkations tailored to 
their businesses. " Students who are womed about getting a job may allow the 
practidities of the market place to unduly influence theü individual program of 
smdy. On the other-hand, students who take a les  practical bent may be penalized 
when the search for work begins. 
One of the strongest statements on the importance of core courses was made by 
"Greg" who stated, 
1 think law schools are trying to respond to every pressure group and it 
is a challenge for them to remember that there are some fundamentals 
that they have to teach and if you don? get the fundamentals fmt, you 
can't get anywhere else. 
One of the centrai problems has been the lack of guidance in respect to courses which 
might constitute a "coren curriculum particularly in second or third year. There has 
never been a thorough, formal identification of the objectives or requisite course work 
of law schooI's in Canada. It was therefore not surprising that law schools simply add 
or drop courses fiom the calenda., often with Iittie regard for an over-al1 strategy to 
Iegal education. Unfomnately this cm have serious ramifications for the individuai 
student who may actuaily lose out on employment opportunities as a result of a poorly 
selected Iaw school program. 
In fact, several of the participants of Focus Group #2 had been memben of hiring 
panels for their law f m s  and many agreed with 'Greg' that while certain courses 
may look good in the calendar they won't necessarily impress the lawyers who are 
hiring law students for articles. While participants wmmented that students should be 
told that their course selection was a factor in not getting a job, it was recognized that 
it was already too late at that point ir. time to be of any assistance to the individual. 
Certainiy a significant number of the participants expressed the belief that a program 
of courses should retlect essential subject area content. This provides the necessary 
background for the practice of law. Yet participants recognized that students often 
lack any guidance in selecting courses and making appropriate choices. There needs 
to be a clearer statement on what is necessary if the individual intends to practice law 
and some recognition by Iaw school faculty that the vast majority of law students DO 
intend to practice Iaw. 'Ella" stateû that '99% of the people there, are there to get an 
article. That is the reason that they're in law school." 
While little has been done recentiy in Canada to fimher discussion on the setting of 
core curriculum, the importance of this issue has been recognued in other countnes in 
the past decade and a number of major reports have been generated. The American 
Bar Association in the United States has recentiy issued a comprehensive review of 
the issue in, "The Report of the Task Force on Law Schools and The Profession: 
Narrowing the Gap" (1992), wmmonly referred to as the "MacCrate Report". In 
Ausaalia, Pearce, Campbell and Harding in 1987 published the Austraiian Law 
Schools: A Discipline Assessment for the Commonwealth Tertiary Education 
Commission. The "Pearce Report" criticized current methods of legal education in 
Australia and challenged legal academics to consider signifiant changes to the 
traditional curriculum and methods of teaching and Iearning. 
The only major Canadian report on the education of law students and lawyers was 
published as a summary of a 1985 National conference on legal education sponsored 
by Federation of Law Societies of Canada with the cooperation of the Canadian 
Association of Law Teachers and the Cornmittee of Canadian Law Deans. Unlike the 
other two reports, however, there were no recommendations made in respect to the 
development of a core curriculum. In hct, the objectives which were developed were 
quite basic and prhnarily aimed at sharing information and simply fostering 
consultation and cooperation between law schools. (Matas & McCawley 
(eds.): 1987:p.83) 
In contrast, the "MacCrate Reportw actually listed ten fundamental lawyering skills 
and four specific values of the legal profession which were considered to be essential 
in the inclusion of a quality law school curriculum. (p.325-338) While less detailed 
then the Arnerican study, the key contribution of the " Pearce Reportw, was it's over- 
al1 critique of current Austraiian legai education practices. These practices are sirnilu 
to Canadian law schools, particularly the reliance upon Langdell's Socratic method 
and case analysis as the primary methods of insaunion. According to Le Brun and 
Johnstone (1994) the "Pearce Report" faulted "The preoccupation of many law 
teachers with mie orientation, legal reasoning , and curriculum coverage . . . (and) 
linked (this) with the work of Langdell and others of similar vision." (p.21) While the 
report was not necessarily well-received by professors, it was crucial in the initiation 
of necessary changes. Le Brun & Johnstone (1994) stated that, 
The Pearce Report (Pearce, Campbell, and Harding, (1987)) contained 
some of the most swingeing criticisrns of legai education in Ausaalia. 
The Report, which has not been warmly embraced by al1 legal 
academics, may well have acted as a catalyst for reform in some 
Australian law schools, at least in the a r a  of piecemeal curriculum 
reform. If nothing more, it provided a justification for change which 
many scholars needed. (p.26: Note 84) 
Unfortunately Canadian law schools have not had the benefit of a comprehensive 
report on legai education and therefore any modifications which are made to 
individuai programs are not part of a coordinated, over-al1 plan. In many cases there 
has been littie motivation to change particularly in this era of budgetary restraints 
which often encourages entrenchment rather than initiative. 
4) Balance Between Theory and Practice 
One of the problems identified by participants was the lack of consensus or clear 
direction on the aims and objectives of a legal education. According to "Charles" an 
over-ail lack of understanding between the law student and the law faculty as to the 
outcornes of a legal education accounted for much of the dissatisfaction expressed by 
graduates. Criticisms that former students have of their law school often stem back to 
this mis-cornmunication of objectives. Expectations that students bring to the law 
school experience ofien result in disappointment when faced with the reality of law 
school studies. "Charles" stated that " ... a lot of students going in (to law school) 
want to be Iawyen, so they're Iooking at it as more of a trade school, where it is still 
an academic school." Once he identified this issue, "Charles" continued by stressing 
that the law faculty has a responsibility to let potential students know that it is not a 
"mde school" and if there is no intention on the part of the law faculty to change law 
school to meet student expectations then, "It's got to really be "sold" as an academic 
endeavour, if that's the way they're going to keep it. " 
The decision to "keep it academic' would not be "Charles" preference. He believed 
that law school needed to change so that it was less academically oriented and more in 
line with what the majority of students expect - a preparation for a career in law. In 
summing up, "Charles" voiced the opinion of many participants, when he stressed 
that there were oniy two options available: 
1) either law schmIs must cut back on the numbers; or 
2) they have to change the focus of the prograrn so that graduates are 
better able to enter the field of law. 
At the very least there should be a closer alignment between the practical needs of 
students and the aims of the law school. MeCormack (1987) stated that it was, 
Only after graduation (that) young attorneys corne to the depressing 
realization that 90 percent of what they were taught in academia will 
never be used in practice; and conversely, 90 percent of what they need 
to know was never taught to them at school. (p.28) 
If me, this would be an unfortunate reflection on legal education. While the acadernic 
focus of instruction was fauited, the author felt that this was largely predetermined by 
the selection of non-practitioners as faculty. McCormack (1987) comrnented that, 
Law school professors are admirably equipped to teach reasoning and 
theory. But it is the rare academic who has the foggiest notion of what 
really goes on in the benches. So the fact remains that law schwl 
doesn't teach people the things they'll be doing day in, day out, as 
Iawyers . (p .47) 
One way of addressing this issue would be selecting alteniate rnethods of hiring 
faailty in order to ensure a better representation of practitionen. Another alternative 
would be the use of clinics or simulations where students muid l m  practical skills 
and knowledge while actively engaged in the practice of law. The majority of 
participants found that when law was learned in context, combining theory and 
practice, this was very beneficial as it fostered long-term learning. In response to 
those who favour the current c ~ c u l u m  and contend that focusing on practical skills 
somehow diminishes the law school program, Le Brun & Johnstone (1994) countered 
Many skills and attitudes which are vocationally focused in fact provide 
an appropnate framework within which broader educational goals can 
be bat  achieved. By placing learning in a meaningful context, learning 
becornes relevant and, thus, more meaningful. (p. 13) 
Participants generally agreed that curriculum at law school would be much improved 
if in the future the Iaw faculty were to explore ways of combining theory with 
practice. In fact, advice From participants to the law faculty suggested that much 
could be leamed from simply following the Chinese Proverb: 
Tell me, 1'11 forget. Show me, I may rernember. But involve me and 1'11 
unders tand . 
5) Brief Review of Legal Education Reform Movements 
There has been ongoing critickm of the law school curriculum in both Canada and in 
the United States. The primary difference between the two countries has been, 
however, that the United States has allocated signifiant time and resources towards 
producing several reports on legd education. As early as 1920, the United States 
developed severai legal education theories which were critical of the education 
practices in law schools at that time. It is ünfortunate that past cnticisms of the 
curriculum are ofien as valid today as they were then, particularly in respect to the 
need for practical instruction of law studenu. 
In 192 1, an American report - Training for the Public Profession of the Law - urged 
a second 'track of studiesw for more practice-oriented students. The Carrington report 
(1971-72) - New Directions in Eduwtion - elaborated on this two-track scheme and 
recommended that there be a M e r  differentiation of training, more representative of 
the different kinds of tasks within the legal profession. The most recent study in the 
United States - the "MacCrate Reportw (1992) broke some-what with this tradition as 
it was proposai that skills training and preparation for actual law practice be included 
as a of a single, core law school curriculum. Students would have the option of 
selecting a more or less practical orientation in their program of legal studies. Law 
schools would, in mm, be required to provide a sufficient practice component for al1 
snidents who selected this option and some practicecomponent or skills courses 
would becorne part of the required curriculum. 
In addition to the numerous studies and research reports, the United States has also 
had the benefit of several "movements" which focuseci on improving the law school 
curriculum and methodology from a particular philosophicai perspective. Legal 
Realisrn was an early enample of such a movement and it was very influential on the 
curriculum of some American law schools. The main proposition of the Legal Realist 
movement was that it was artificial to study legal rules where these are divorced from 
the social context. Gorman (1982) stated that as early as  the 1920s, Columbia Law 
School attempted to, ". . . break through doctrinal course barriers and to design 
teaching materials around . . . functional themes. * (p.3 15) 
In contrast, Jerome Frank (1933) advocated for clinical training in law schools. He 
emphasized the need for more practice and less theory. This, in many ways was the 
polar opposite to the legal reaiist movement Since the 1930 '~~  when his 
recommendations for change of the curriculum were made, there has been a 
signifiant body of literature developed in the United States on clinical legal 
education. 
According to Gorman (1982) this body of literature, 
... tak(es) to task American law schools for their inattention to training 
in lawyering skills ... (this included a) 1979 report entitleû Lawyer 
Competency: The Role of the Law Schools (prepared for the American 
Bar Association Section of Legal Education and Admissions to the Bar) 
and known as the Cramton Report. Although critical analysis of case 
materials is not altogether disparaged the clinicai advocates would 
supplement it by closely supervisecl training in writing and drafting, 
advocacy, negotiation, counselling, interviewing, and fact-gathering. 
(p.316) 
Although there have been significant developments in terms of diverse clinical 
prograrns in the United States, these clinics have generally not been well integrated 
into the core or main-strearn curriculum. Unfortunately even in the United States 
where there has been significantly more research, informeci debate, and 
recomrnendations made, change in legal education has been slow. 
The "MacCrate report" (1992), was the most comprehensive American study of 
lawyers' educational and professional development needs to date. The written report 
was the result of an ambitious and thorough investigation by an Amerim Bar 
Association (ABA) task force which studied the over-al1 issue of legal education 
between the years of 1989-1992. Rose (1994) described the process as follows: 
The task force operated through 7 subcomrnittees, held 4 public 
hearings and 7 plenary sessions, engaged in 1200 houa of work, 
conducted a survey of law schwl skills training, and produced an 
Amencan Bar Foundation empirical study (Learning Iawyering: Where 
do lawyers acquire practice skills). (Note lO:p.550) 
Numerous recomrnendations were made in the "MacCrate report" on what more needs 
to be accomplished in legal education in the United States. This set the stage for 
ongoing dialogue between practitioners and acadernics based on not oniy the 
identification of core subject areas but also tramferable skills and attitudes (va 
which graduates s hould possess. U nfominately , less has been accompl ished in 




A very brief reference to three other views on legal education was made by Gorman 
(1 982). These include: 
a) the use of electronic technology; 
b) humanism; and 
3) critical Iegai theory. 
Each of these topics will be reviewed briefly with respect to the Canadian legal 
educat ion environment. 
a) Use of Electronic Technology: 
In respect to electronic technology there was an identified need to ensure computer 
1 iteracy of recent graduates which included famil iarity with electronic research. There 
was also the need to explore alternate forms of course delivery including the use of 
(CAI) cornputer-assisted instruction. This has received some attention in the United 
States but generall y multi-media including video demonstrations and CA1 are stil 1 very 
much undeveloped fields in legai education in Canada. Cornputer literacy, whether or 
not it was used in the actud teaching of courses, was identified by participants as 
being a key wmponent of a quality legal education. 
b) Hurnanism: 
Hurnanism was very popular in the 1970's and into the early 1980's as a philosophical 
approach to legal education but it has generaily disappeared ftom the literature as an 
altemate teaching methodology in recent years. Beyond the incorporation of client 
counselling and interviewing as an option at most law schools in Canada, Iittle else of 
the humanist movernent has been adopted by law faculties in the 1990's. The 
cornments of participants that touched on wncem for the client, the revision of 
current impersonal teaching methodologies and the over-emphasis on a business 
centred curriculum suggest the need to revisit the incorporation of humanist principles 
in law school. 
C) Cntic-1 Legai Perspectives: 
The most influentid educational philosophy at present is the critical legal education 
movement which has gained signifiant momentum in Canadian law schouls in the 
past decade. Most law schools now offer courses from a critical Iegal perspective and 
students at some law schools are required to take at least one critical perspectives 
course. This development has not been referred to in this study as very few 
participants mentioned critical legal studies and there was no clear indication whether 
these courses were viewed as either beneficial or disadvantagrnus by participants. 
The following two individuals found that "perspectives courses" were an important 
part of their legal education: 
"Peggy" indicated that one of her more effective instructors taugh t a course on 
feminist jurisprudence. She was not sure whether it was the professor or the material 
that she liked so much but it was clearly one of her favourite courses from law 
school : 
I was just totally astounded by the kind of materiai that he would give 
us to read .. . It was just nothing I'd heard about and it really opened 
my eyes. That was the one thing that 1 always Iiked about law school, 
was that course. 
"Beatrice' found that she came out of law school more politicized, with, 
. . . (a) much deeper and more articulate understanding of power 
relationships and politics ... 1 think that ifs opened my eyes to other 
areas of interest. My reading interests have expmded. It's prompted me 
to want to go back to school again and maybe do a Masters of Law. 
It was interesting to note that both participants used the phrase, the course "opened 
my eyes" in discussing their "perspectives" courses. This phrase was not used by any 
of the other participants to describe their legal education experience. Commentary on 
these courses was somewhat mixed, however, as a couple of participants cnticized 
insmictors of critical perspectives courses for "getting on a soap-box." Clearly a need 
for further study of this new area of legal education fkorn the students' view-point was 
illustrated by discrepancy of opinion of the participants although it was not a focus of 
the research. 
SUMMARY: 
Law schools need to look seriously at the issues identified by the participants. One of 
the most pressing mncerns is the number of graduates. While there was no agreement 
amongst participants in respect to tighter quotas, this must be seriously wnsidered by 
Iaw schools. If the law school decides to continue to graduate the same number of 
students then al1 other aspects of the law school program must be assesseci. For 
example, the present system of evaluation was aiticized by participants as being a 
poor method of determining who will do well in the practice of law. When the 
economy was growing it was possible for al1 graduates to find work and prove 
themselves in their profession. At that time there was less pressure on the law schools 
to revarnp their marking systems. At present, however, there are a significant number 
of graduates who cannot even find articling positions and ofien members of this group 
are predominantly those students who received lower marks. As a result the law 
faculty has becorne a "gate-keeper" for the profession - not ody in determining those 
who are admitteci but aiso in the allocation of marks. This is simply one example of 
how the over-al1 legal education program mut  be revisited and reviewed to determine 
if it adequately meets the needs of the 1990's. 
In addition, if the law school continues to admit the same number of students on the 
premise that not ail law students will ultimately becorne lawyers and there are worth- 
while altemate careers for graduates then: 
1) this should be clear to prospective law students; 
2) the stated objectives of the law school should be changed according; 
3) the law school should provide a broader range of curriculum options 
with the opportunity to gain transferable knowledge and skills identifiecl 
as necessary in alternative careers; 
4) the underlying emphasis on "success" at law schwl as being the 
right to article with a large fm must be actively dismissed and 
replaced with a recognition that there are a broad range of ways to 
succeed with a background in law; 
5) the law school should assist those students who intend to practice 
law in the future by providing skills courses and facilitating the 
transition to practice recognizing that individuals oui no longer count 
on being kept on with a law fm after articles; and 
6) for those who are willing to consider alternate careers, assistance 
should be provideci in the consideration of options available and in the 
transition to the altemative career choice. 
Law students, similar to law schools, will aiso have to be proactive in preparing for 
the future. In the words of "George," who recognized that law students had a role to 
play in seaing their career focus, he advised them to, "... keep an open mind as to 
what your professional choices will be after graduation. You may not be doing what 
you think you're going to be doing when you enter law school. " 
The issues that participants identified must be adequately considered and addressed by 
law schools. The importance of determining the aims and objectives of law schwl, 
again su- as a fundamental consideration. The following questions must be 
cons idered: 
i) What do law schools set out to achieve? 
ii) Do the 1) rnemben of Canadian society; 2) the Law Society; and 3) 
the students agree with the purpose of legal education as set by the law 
school? 
The agenda should be clear and explicit. It mut incorporate consideration of: 
1) the recent changes in technology ; 
2) the rapidly expanding knowledge base in law; 
3) the realities of the job market; and, 
4) the needs of the three identified client groups. 
While participants recognized that law schools could choose to do linle about meeting 
the challenges they had identified, the impact of not dealing with these issues will 
oniy increase with each graduating class. If the situation is not addressed in a timely 
rnanner, then to repeat a common sentiment of the participants, the challenges will 
oniy becorne pater for law schools in the future! 
CHAPTER 6 
SUMlMARY - CONCLUSIONS 
Quality in university education has long been a wntentious subject particularly in the 
sphere of professional education. Student evaluations have become cornmonplace in 
recent years to assess individual courses and to provide feedback on elements of good 
teaching. Rarely, however, are entke programs of study reviewed. Participants in this 
research study were al1 law faculty graduates but individuals had attended different 
law faculties located in three provinces in Western Canada. Thus the program under 
review - law school - remaineci constant but the broad range of experiences provided 
an overall view of pre-professional legal education in Western Canada generaily 
which would not have been possible through the evaluation of a single faculty. 
It has also been uncustomary to canvas the refiections of graduates on their learning 
experience rather than students currently enrolled in a given program. Graduates, 
however, possess a unique perspective for they have gone on to work as professionals 
and have used the knowledge, skills and values acquired in university. The 
participants review of their legal education experience as former students provided a 
breadth and depth of commentary about program effdveness and quaiity. This 
would not have been possible through an alternate research approach. 
The findings of the study illustrate that the quality of legal education in Western 
Canada was a topic of great interest to former graduates. The primary message was 
balance. Participants responded to key legai education issues b y mediating , divergent 
and often extreme, entrenched positions. Dissention which has arisen in the past 
between those who actually practice law and the academically oriented faculty who 
teach future lawyers was reflected in the study, but many participants aied to find the 
"high road" in this ongoing debate. Participants proposeci changes and made 
recommendations which curnbined the best of both worlds in the improvement of legal 
education in Western Canadian. 
Participants in this qualitative study identified some of the elements of a "quaIityW 
legal education experience. Any criticism's of, or praise for, the university law 
programs were grounded in acnial experiences and there was much to be learned h m  
the participants in respect to their expenence of law school. The focus of the study 
was concentrated upon the teaching and learning of law, from a Iaw student's 
perspective. While there were many positive experiences recounted by the 
participants, there were also situations recalled which indicawl a definite need for 
improvement. 
Change in over-ail objectives. current methods of teaching, course content and a 
greater emphasis on pztical skills and knowledge were recommended by 
participants. While a failure to change can frequently be the result of a lack of 
knowledge on how to change, the information from the participants was often quite 
specific. Centra (1993) criticized typicaI student evaluation foms for providing so 
littie usehl Mback. He stated that they are, 
... long on judgement and short of helpful advice .. . offer(ing) few 
suggestions for change except, perhaps, to make course objectives 
clearer. Many changes (recommended) in teaching practices are . . . 
(simply) " tinkering, " or minor course and instructional adjustments . . . 
0- 11) 
That was not the case in this study, where participants gave some very far reaching 
and detailed direction to law faculties in Western Canada, advising how programs 
could be significantly improved. 
The importance of this research was, in part, related to the timing of the study which 
coincided with an increased demand for accountabili ty in higher education facilities. 
Within the next decade there will likely be increasing pressure brought to bear on the 
law faculties in Canada. In addition, much can be done to better meet the legal needs 
of the community by addressing the teaching of skills, knowledge and values that 
legai professionals must possess in order to better serve the public. 
There was a recognized need to senously evaluate what was being taught and to 
improve the teaching of funire lawyers. There was no doubt that in this era of fiscal 
accountability, the day-May work of university professors as teachers will corne 
inaeasingly under scrutiny. Canadian law schools are at a disadvantage as they have 
not been the subject of careful study in the past and therefore have been Iulled into a 
faise sense of security that whatever change need m u r  can happen gradually. The 
comments of former students have established that this would be a misguideci 
presumption. The world has changed quickly and the university, particularly the law 
faculty which has been steeped in tradition and precedent, must be vigilant in 
responding to future challenges. 
Throughout the research it was apparent that the relationship between theory, practice 
and research m o t  be viewed as linear in nature. In order to understand and study in 
the field of higher education it was frst necessary to understand that university 
professors are practitionen in education. According to Jarvis (1995), since adult and 
higher education are "... practice based, it is important for research into practice to 
discover both what actually occurs in the field and what is considered to be gwd 
practice. " (p.265) Jarvis (1995) suggested that theory does not determine practice, 
nor does practice determine theory but that there was an indeterminate relationship 
between the two that allows for growth and change. This study has considered both 
the practice of pre-professional legal education, drawing upon the words of the 
participants, and related these comments to educational theory. In this way the 
theories of higher and adult educaàon were combined with the saidy of the actual 
practice in law schools. 
A set of principles or key thernes arose from data analysis and a review of the 
literature, which supporteci comments of the participants. These were included in 
reference to quotations frorn the graduates, who provided valuable insights drawn 
€rom their education experiences at law school. The data were gathered and analyzed 
in order to assess and make recommendations on how to improve the quality of pre- 
professional education in law in Western Canada. The themes are compiled below in 
a summary of the research findings. 
RESEARCH FINDINGS 
To sumrnarize, each theme has fust been presented in a very brief over-view equated 
with the respective chapter in which the theme or themes were explored in greater 
detail. A more indepth analysis of the data and theory follows which summarizes the 
contribution of the research to the field of higher education. 
Chapter 2: Elements that Defme a Quality Law School Experience 
a) There was a recognized need to clariw the purpose of law school. The aims, 
objectives and out-comes need to be specified and evaluated: and 
b) Law school was an important experience for graduates and the education received 
had a long-term impact on thei. lives. This included professionai designation upon 
graduation, continuing friendships and an ongoing change in thinking processes. 
Chapter 3: Teaching and Leamhg Dynamics - Formai 
a) The "hidden" cumculum had a signifimnt impact upon the student at least as 
significant as the 'formai" curriculum. According to participants the law faculty oniy 
recognized the formal elements of a legal education as being signifiant; 
b) Teaching and Ieaming dynarnics in Iaw school are similar to other higher education 
faculties and there was a need to: 
1) identiQ the elements of effective teaching; and 
2) consider positive learning strategies in order to improve the quality 
of legal education. 
C) There was a recognized dichotomy between the need to teach theory and practice 
although most participants recomrnended accommodating both in legal education. 
Questions were raised as to why this issue has not yet been addressed by law faculties 
as the majority of other pre-professional programs have already adopted a practicum 
component - integrating theory and practice at the univenity level. 
Chapter 4: Intomal Learning Experiences 
a) h i n g  should incorporate professional practice in law school which 
wodd foster life-long Ieaming and "reflection in action" as part of the 
educational experience; 
b) Advice to law students on how to better "handle" law school which included 
an emphasis on the need for balance and ways to seek a well-rounded Iaw 
school experience; and 
c) Recognition that law school can have a negative psychological impact upon 
students and recommendations on how best to rninimize this aspect of legal 
education ; 
Chapter 5: Current Challenges and Future Diredion (in Legal Education) 
a) Participants identified key challenges in legai education which Iaw schools 
need to address in the next decade. Issues included changes, advances in 
technology, advent of the information age and fewer opportunities for 
traditionai career advancement. 
Chapter 1: Statement of the Problem (Research Plan) 
The research was based on a qualitative paradigm with the intent of gathering together 
evidence from those most directly irnpacted by the qudity of the legal education 
experience at law school. Participants were selected through a snow-bailing technique 
and purposive sarnpling. Forty individuals provided data for this study. Data were 
fust collecteci through two focus groups involving 20 individuals. The fmt focus 
group was unstnicwed and was essentially a discussion group. The second focus 
group was semi-stnictured and a series of guided questions were used. Next, 20 one- 
t w n e  interviews were conducted, subsequent to the focus groups, using a sircilar 
interview guide. Notes were taken by the researcher at the time of the first focus 
group. The second focus group session and al1 of the one-tome interviews were 
taped with the participants approval and verbatim transcripts were made. Data were 
analyzed by the researcher through listening to the tapes and through reading and 
high-lighting key themes in the notes and transcripts. Data provided by each 
participant in the one-to-one interviews was also charted and cross-comparisons 
between participants were made. 
Participant Resw nse to Time Cornmitment 
Many participants were surprised to be asked about their law school experiences yet 
despite busy schedules, every individual contacteci agreed to participate if they were 
able to set up an appointment with the interviewer. Most of the lawyers were initially 
concemed about the length of time that an interview would take. When the response 
was that it could be as short as 112 hour for the one-to-one intentiews, this was 
considered by most participants to be sufficient time to dïscuss their law school 
experiences . 
As the person being interviewed determined the length of their responses u, the 
questions, it was interesting to note that very few interviews lasted the minimum tirne 
requested of 30 minutes. Participants, while they may have been initially reluctant to 
allocate more than the half hour, ofien continueci to talk well past the time allocation. 
Many appeared to find the experience of revisiting their law school experience as 
almost cathartic. Interviews ranged in length from thirty minutes to two hours in 
duration. 
" Intensity" of Participant I nvolvement 
Both the focus groups and the interviews tended to start very low key, however, 
participants generally became more animateci and the intensity o k n  increased 
dramatically. Participants recalled incidents that had obviously been very influentid at 
the time and had left an indelible mark on their memory. Although theu careers 
subsequent to Iaw school had allowed M e  time for refleciion upon this period of 
their life it was apparent that the experiences of law school had in no way been 
diminished by the passage of time. 
The surprising intensity of the participants supported the premise of Galbraith (199 1) 
when he stressed the importance of the close wmection of the learner to the learning 
experience: 
Leaming is fiequently spoken of in highly ernotionai terms by adults 
describing their experiences. This hardiy seerns surprising, yet the 
emotional dimensions to learning receive scant attention indeed in 
formai research on adult education . . . 
When leamen speak about learning episodes which they remember 
with some emotion and which they recall vividly, the element of 
connectedness is frequently evident. By connectedness 1 mean that the 
event or episode has some deeply felt meaning for them. 
... This concept of wmectedness is hardly new in adult education. It is 
the focus of the oft-quoted injunction to "start where the students are" 
and its importance is attested to by adult educators as ideulogicaily 
diverse as Paulo Friere, Malcolm Knowles, and Cyril Houle. (p.41-42) 
It was considered important to use the "voices " of participants in the study. Themes 
explored always included direct quotations from either the focus groups or the 
individual one-to-one interviews. These quoies b a t  iIlustrated the commonaiities 
disclosed by the study and the strong ernotions expressed by participants during the 
course of discussing Iaw school experiences. There was clearly a need for additional 
indepth research in this area as this study attempted to cover a very broad spectmm 
of topics. Certainly legal, pre-profess ional and h igher education are al1 areas wh ich 
require further study. Research in these areas would be particularly well-rounded and 
insighdul if it considered both the perspectives of past graduates, in addition to 
canvassing the opinions of students currently enrolled in a program of studies. 
Chapter 2: The Purpose of Law School 
Need to clarifi aims & ob-iectives of Iegal education 
The majority of participants stated that they attended law schwl expecting it would 
prepare them for the practice of law. The reviews were mixed on how well the law 
faculty succeeded in this aim. Certainly there was a lack of clarity as to whether this 
was even an objective which was shared by the law faculty. While most participants 
had indicated that they planned to practice law when they entered law school this did 
not settie the debate on the aims and objectives of law school. In fact, even when it 
was acknowledged that preparation for the practice of law was a primary aim of the 
law program there was still signifiant disagreement on how this could be best 
accompl ished . In particular, the appropriate mix of theoretical (academic) education 
relative to the need for a practical skills, attitude and knowledge component was a 
debate which was not resolved by this snidy. Compromise between academic theory 
and practicai skills training was a key-note of most participants who stressed that the 
highest quality of legal education expenence at law school m u t  of necessity combine 
both theory and practice. 
There needs to be M e r  exploration of law schwl education in Canada for while 
there are strengths, there are also identified areas which warrant improvement. 
Positive change hinged upon the law schools clarifjing educationa! goals, pre ferab 1 y 
as part of an over-al1 analysis of the aims or "missionn of the law school. These 
objectives will need to be mindful of the needs of the students, the Law Society and 
the ultimate consumers of legal services - future clients. In the words of Lang (1990), 
A law school should not be merely an additional univeaity philosophy 
department operating in a law building dominated by educators who are 
misinformeci as to what lawyers do. M e r  unaware of public needs for 
legai services or, in the alternative, have some awareness of both but 
take a 'public be damned" attitude. (p.79) 
Further shidy of this issue and coordinated debate which draws input from the three 
primary "interest" groups in defining the aims and objectives of legal education in 
Canada would provide guidance to both the law faculty and students. 
Leamine to think like a laver 
The primary role of law school identitied by participants was the teaching of a certain 
way of thinking. While it was recognized that law school must educate snidents in 
core legal subjects and prepare them for practice, these latter aims were not as 
consistently commented upon by participants as "learning to think like a lawyer." This 
was perceived to be one of the main objectives of a Iegal education. The phrase 
encompassed andysis and reasoning which were perceived of as the key skills 
acquired in law school and essential in the day-to-day practice of law . Over-al1 law 
school had to ensure that the student graduated with the ability to "think like a 
lawyer" if the Iegal educational experience was to be considered successful. 
Participants had a range of ideas on how this was accomplished aithough the vast 
majority identified the study of cases and the examination methods employed by the 
law school as being the twin sources of this ski11 or ability. The teaching styles of law 
profasors, which included the use of the Socratic method, were also mentioned 
although clearly thought to be much less influential in developing this skill. 
Case law method of instruction 
The case-law method was seen to be over-used in law school and there was a 
perception that alternate forms of dispute resolution were minimized. Participants 
indicated that a more realistic refiection of the practice of law would include the 
knowledge and skills necessary to resolve issues both inside and outside of the court 
forum. Overall participants felt that law school placed too much emphasis upon 
Iitigation and the resolution of legai matters by the courts. 
Narrow focus of law school 
Law school was thought to be narrow in focus and that generally there not the same 
level of enjoyment in leming as participants had experienced in their undergraduate 
years particularly if the participant had received a degree from the Arts facuity . 
'Bi-firm " emphasis 
There was an under-lying emphasis in law school on a big-fm mentality which had a 
negative impact upon student collegiaiity and also brought undue pressure upon 
students to perform well acadernically. There was also a common perception that only 
the most "successful" students would get articles in a larger fm. 
Positive outcornes 
There were many positive outcomes of a legal education including professional 
accreditation and less obvious but also very infiuential outcomes of friendship and 
service to society. 
Generally the elements which defined a "quality" legai education zxperience hinged 
upon f i t  determining the aims and objectives of law school. As these have yet to be 
adequately cùcumscnbed there was a vacuum identifiecl by participants whereby it 
was difficult to adequately address the issue of 'quality" unless the participant was 
willing and able to fust determine what the aims and objectives of law school were 
from their own experience. Only then was it possible to set out the elements that 
would meet those prescribed ends. Clearly there was an identified need for Canadian 
law schools to clarify the aims and objectives through broad based initiatives 
involving key interest groups. Further study of this issue should draw upon the 
experience of law schools in other jurisdictions, particularly in Australia, England and 
the United States. These countries have ail set aside time and resources to address the 
issue of identifying the aims and objectives of Iaw school and have conducted research 
in this area. This has yet to be done in Canada, yet participants distinctly recognized 
the need for this to happen if a quality Iegal education experience is to be realized. 
Chapter 3 - Teaehing and Learning Dynamio - Forma1 Learning 
Law schools have traditionally hired faculty for their subject expertise. They may or 
may not be necessarily adept educators. The improvement of teaching at law school 
will therefore not be an easy task nor one which will be readily undertaken. Gordon 
(1994) observed that the lack of teaching ability in law school was, " ... not 
completely the law professor's fault . . . they have no training whatsoever in teaching. 
Law school deans daim that attending law school itself is enough to qualify a person 
to teach law school." Gordon (1994) continued on a humorous note when he 
commented, 
Fomnately, we don? hire our elementary school teachers that way. We 
require extensive training in education before we let anyone even stand 
in front of a kindergarten class. This is m e  at every IeveI of the 
educational system except where teaching is the most complicated - the 
university. There, we let everyone wing it. (p.27) 
The fact that law professors were not well prepared nor necessarily well suited for 
their teaching role was a factor noted by participants. 
The attributes of a good instnictor were found to be very similar to traits identified in 
higher and adult education research 1 iterature. "Beatrice, " one of the participants 
stated that, 
There's something about good teaching no matter what the age of 
people or the subject being taught, there are qualities of good teaching. 
They love their subject, they're enthusiastic, they give loa of examples 
. . . (and) use a variety of teaching techniques. They don't always 
lecture. 
For a tmly quality educational experience, instructors had to be excellent 
cornmunicators and care about the students leaming. Participants identified individuals 
as being superior instructon based upon the objective evidence that they possess the 
necessary teaching skills and ability. This depended more on their natural or learned 
teaching ability than upon what their full-time occupation was. Most participants 
found that there was no direct correlation between whether or not the instructor taught 
on a full-time bais or practiced law and their ability to teach. In fact, full time 
instructoa were not necessarily selected by participants as being the more effective 
teachers. 
Again, most participants found that there was a need for balancing thmy and practice 
in classroom presentations and in some respects practicing lawyers seemed to have a 
slight advantage in providing this mix. Participants comrnented that the full-time 
academic instructor needed to "groundw their theoreticai subject matter in a practical 
wntext so that students could better relate to the material. For instmctors who were 
practitioners of law, it was necessary to include a theoretical component in presenting 
the more day to day practicalities of the law. Participants stressed that the best 
instmctors were able to draw on both acadernic theory and experiential practice and 
incorporate elements of both in the classroom. 
Unfortunately the examples of excellent instnicton were relatively rare and certainly 
much needs to be done according to participants if the ideal stated by LeBrun & 
Johnstone (1994) were to be matched by faculty at law schools. 
University teaching is a profession and a scholarly activity which draws 
on a high level of competence in the discipline andfor relevant 
professional experience together with highly developed communication 
and interpersonal skills. (p. 134) 
In order to achieve this, LeBrun and Johnstone (1994) contended that university 
professors, ". .. need to acquire and develop (their) knowledge and understanding of a 
wide range of teaching and assessrnent methods and of the principles which underlie 
student learning . " (p. 134) 
Assessrnent of Teachine and M i n g  
Ultimately, the evaluation of what was taught and how it was taught and the 
adaptation of teaching methodology to a changing world are not ends in and of 
themselves. Research and evaluation of teaching must aiways be aimed at enhancing 
student Ieaming. Therefore, according to LeBrun & Johnstone (1994) in order to meet 
the challenges of law school education in the future and improve the quality of legal 
education it must be required that each instructor work within the law faculty 
... to develop environrnents in which al1 of us teachers are aware of the 
research into the nature of good teaching, actively seek information on 
the effect of our teaching on our students, and are engaged in 
experimentation and animated discussion with our students and our 
colleagues about ways to improve teaching . " @ .375-376) 
Effective Tachino Strateeies 
Learning experiences must be tailored so that students are guided into activities that 
enable hem to learn by deep engagement with the subject matter. Methods selected 
must promote student Iearning in a way which advances the specific educational 
objectives which are set out. There are numerous areas for further study and research 
in this respect. Clarification of the role of the professor in the teaching-learning 
transaction was one exarnple highlighted by participants. On a continuum of teacher 
intervention From student-centred where the instructor was primarily facilitative to 
more instnictor-centred and didactic, the participants identified the following three 
teaching strategies as being the more frequently used methods in legal education: 
'Taper" Courses (Facilitative): Methods of instruction can be placed on a continuum 
of passive to active learning. At the passive end are lectures where students have very 
littie or no active involvement. At the opposite end of the continuum of active 
learning would be independent study where students rake the greatest respcnsibility 
for their own leaming and where the instructor simply becornes a facilitator of the 
process. Many of the participants in the study commentai on paper courses as being 
particularly good examples of a mernorable learning experience. While these courses 
were perceived to allow the student to cover a specific topic in depth, the 
corresponding caution of some participants was that these courses do not provide the 
necessary breadth in scope required in core courses. Participants who preferred 
"paper courses," which are essentially independent study mixed with sessional 
instruction and or guest speakers, would have liked to have had the opportunity to 
register in more courses of this nature. 
Soeratic Method (Interactive): According to Centra (1993). 
Socrates dialectical exchange with his students, now known as the 
Socratic method continues to be used in wllege classrwms, particularly 
at law schwls. Based on the premise that students l e m  to think by 
being actively engaged in questioning and pmblem solving , the Socratic 
method was probably the fust cognitive approach to teaching. (p.2 1) 
The Socratic approach received mixed reviews from participants and rnany, 
particularly recent graduates, expressed little knowledge of th is method. This 
suggested that the use of the Socratic method has been decreasing in the last decade. 
Those participants who had experienced it, tended to criticize the approach and found 
that it had generated anxiety and stress for students. Many commented that professors 
could abuse the interaction between the student and the instnictor to such an extent 
that it simply traumatized the student rather than fostering leaming. While there may 
be potential for this method to be a positive and challenging approach to learning, the 
general consensus was that it was a method of instruction that was either not used or 
not used well. 
mure Method (Didactic): McKeachie (1986) concluded that lecture method was as 
effective as other teaching metfiods when measures of knowledge were examined but 
was inferior when measures of knowledge traosfer to new situations, attitude change, 
problem solving, or critical thinking were studied. According to Centra (1993)- 
In spite of the limitations of the lecture, it is the primary or oniy 
rnethod used by more than 80 percent of college teachers (Thielens, 
1987; Blackburn, Pellino, Boberg, and O' ConneIl, 1980). (p.23) 
Participants confmed that lecturing was the primary method of instruction in iaw 
school. There was general agreement that it could be done well, but participants also 
recognized that there was a strong tendency to over-use this method. Participants 
estimateci that the lecture method was used 90% of the time in the classroom. Despite 
the prevalence of lectures, many participants commented that quality was frequently 
poor and there was a need for the majority of instructors to improve their lecture 
style. 
Research into the role of the instructor needs to include further study of the elements 
and outcornes of effective teaching strategies and methods. For example, if the lecture 
rnethod was found to be used so extensively then there must be ways to improve the 
lecture as a teaching tool at law school. If interactive Ieaming through class 
discussion and the Socratic method were found to be beneficial as long as instnictors 
were sensitive to student needs, then the means to encourage better facilitation of 
class discussion and the fostering of a supportive Ieaming environment in law school 
are important areas for M e r  research. There should be no reason for students to 
expenence feelings of trauma or discredit as a result of the in-class exchange of ideas. 
The need identified to continue to examine the Socratic and case method in law schooI 
rnust consider both expected and unanticipated outcomes for snidents. Professors need 
to know how to enhance the benefits of this approach while minimizing the negative 
outcomes. The role of the professor as facilitator in paper-comes and other self- 
directed leaniing experiences also needs to be the subject of m e r  research. 
Finally ways m u t  be identified to foster professional development in respect to the 
teaching role of law professors and to encourage the use of a broader range of 
teaching rnethods. This should include the study of group leaning, action leaming. 
the problem method, simulations and roIe plays, mock trials, mooting and other 
activities where students can leam both Iegal theory and Iawyering skills in the 
classroom. Clinical legal education can aiso be considerd an extension of the action 
learning method whether or not the "clinic" involves reai-life situations. Students in 
clinicai prograrns are exposed to leaming rnethods which will be required by the 
graduate in their continuing pro fess ional education and foster reflection-in-action 
necessary for leaming in the work-place. 
Research into the teaching methods used in law school and encouraging less reliance 
upon traditional classroom strateg ies , such as lechiring and the casebook (Socra tic) 
method, are a necessary step in improving the over-al1 quality of legd education. 
Student learning needs to encompass a broader development of student skills, 
knowiedge and values. To this end students should be actively encouraged to leam 
inside and outside of the classroom in ways which promote cwperative leaniing 
experiences as well as independent, 1 ife-long leaming . 
Effebive Learning Strategies 
" Leaniing is not a spectator sportn 
Participants were asked about their "leaming expenencew in law school as this was 
considered to encompass a broader concept than simply asking them about what was 
Iearned. Tyler (1949) stated that, 
The tem "learning experience" is not the same as the content with 
which a course deals nor the activities perfomed by the teacher. The 
term "learning experience" refea to the interaction between the leamer 
and external conditions in the environment to which he can react. 
Leaming takes place through the active behaviour of the student; it is 
what he does that he lems, not what the teacher does. (p.63) 
It wouid be quite possible for two students to be in the sarne class and yet for each to 
have two very different learning expenences. Yet there were cornmonaiities which 
arose out of this study aithough the Ieaniing experience was considered from many 
different and individual perspectives. By study ing the leaming experiences of students 
the law professor should be able to improve their methods of instruction and better 
structure the curriculum to meet divergent student needs. 
The principal focus of leaniing in higher education generally and in the Iaw faculty 
should be on the student, and changes in the students conceptions of subject matter, 
rather than on the acquisition of factual information. If leamers do not understand 
what they are learning then they will either not remember it or not be able to use it in 
the future to solve every day problems. To this end, learning experiences should be 
designed across a continuum so that students can exercise different levels of direction 
and control over their studies. There should be a broad range of experiences so that 
the locus of control shifts from the tacher to the student, giving the learner greater 
control over their own learning. The use of a variety of didactic, interactive and 
facilitative methods of instruction would foster deeper learning and a higher quality of 
educational outwmes. 
One of the more serious criticisms of the law school as an educational experience was 
the impact of the marking system and methods of evaluation on the learner. The most 
profound consequence was the erosion of the students effective leaming strategies. In 
fact, law school seemed to breed a deep insecurity in rnany students in respect to their 
innate abilities. Participants laid the blame for this on 100% final exams and the use 
of the bell-curve or other cornpetitive marking schemes where students are judged in 
respect to their p e r s  rather than in respect to their abilities. "Beatrice" was 
particularly candid in her criticism of law school from the perspective of learning, 
1 was a victim of that process which makes you completely insecure 
about your academic skills. Even though 1 went to law school thinking 
that I was just as good as the next person ... it was a stmggle to 
maintain that perspective and to believe that you weren't anything but a 
complete moron . . . 
What that did to my learning strategy was ... 1 became alrnost 
paralyzed . . . I've talked to other students who have said the same thing 
... to Say nervous wouldn't even begin to capture the feeling. I was so 
completely ovenvhelmed and stressed out by this insecurïty about doing 
well academically . . . 1 was literally too anxious to study. 
. . . this aaxiety that law school causes is very counter-productive 
because 1 think it doesn't free you up to try different things and to be 
more relaxed . . . your question was about leaming strategy, and it was 
important for me to talk to you, to tell you that law school generally 
undermines good learning strategies for people. That's my main 
message. It certaidy did for me. 
The 1 iterature supports the participants ' experiences that marking can interfere w ith 
the quality of leming. Acmrding to Katz & Henry (1993) "The grading system is a 
familiar obstacle to student learning and development (Milton et. al.. 1986). Becker 
and his associates have described the disruption of leaming because of the snidents' 
preoacupation with grades (Becker et al., 1968, p.60)" (p.49) 
Katz & Henry (1993) examined an often hidden phenornenon, which was also 
identified by participants in this study, where the student may not be effectively 
learning the material, and may be over-whelmed yet still manage to exhibit, 
. . . a satisfactory, extemal performance Iikely to elicit good grades . . . 
(despite) the fear and the anxiety students experience when confronted 
by a task that is too dificult for them to master. In such circumstances, 
when they intuitively know that they are UD aeainst an impossible 
learnine demand, they may develo~ ingenious wavs of moine and mav 
even be able to eam mades higher than students who have learned and 
understood more about a piven discioline." (emphasis added) (p.51) 
Participants recognized the need for the law fàculty to seriously consider aiternate 
evaluation methods that would provide a more well-rounded appraisal of the students 
ability. This has become a particularly acute issue in ment years as the long-terrn 
impact of marks now has the potential to limit the ability of the graduate to find 
meaningfûl employment particularly as a lawyer. Although the "gate-keeperw role was 
always part of the admissions process, it was never intended that the purpose of the 
marking system was to determine which graduates could practice law in the future. 
Other Factors 
Idormal or "Latent" Cumculum: According to participants in this study, a quaiity 
learning experience had to include more than the 'formal" curriculum offered at Iaw 
school. Participants commented that many of the " informal " learning experiences, 
including moots; client counselling and communication skills; and the Student LegaI 
Aid experience, had been particularl y influential . Rather than allow these positive 
outcornes to be simply acquired by chance, these experiences should be identified and 
incorporated into the formal curriculum of law school. 
Participants recalled the benefits of combining their Iearning experience with the 
opportunity of providing assistance to clients. Those who had been involved in 
volunteer work as part of a Student Legal Aid c h i c  expressed that the act of doing, 
in the practice of law, helped the student to leam the theory. The incorporation of 
more clinical prograrns and the fostering of "reflection in action" in the learning 
experience of students would provide these experiences to more students in a 
smctured setting. Again this would be a positive development that would be Iess 
dependent upon the "hit or miss' possibility of gaining experience through volunteer 
work. 
A variety of practical lawyering skills were identified by participants which were not 
necessarily part of the clinical Iegai experience. These were also viewed as a 
necessary component of a quality legal education. Participants recognized, however, 
the difficulty of grasping practicai skills and knowledge when these are only presented 
in a theoretical context. It would be helpful, therefore, for professors to incorporate a 
practical component to enable students to l e m  drafting skills, basic legal procedure 
and the interpretation of statutes. This may require simulation exercises which could 
provide both theory and practice in ways that are meaningful to the student. This 
would be preferable to the present system where wential lawyering skills are either 
neglected or the attempts made to teach these skills take place in a vacuum, 
unconnected to the real world of practice. 
Theory Versus Pradice Dichotomy: Literature in other areas of pre-professional 
education has demonstrated the benefits of incorporating practical clinid experiences 
into the teaching of theory. WhiIe this has been wellestablished in the past decade in 
other educational prograrns, the debate continues in legal education. Participants in 
this study provided insight into why clinical legd education and the clinicai mode1 
have had limited acceptance in law schwls. Primarîly the concem appas  to have 
been that clinical prograrns are indicative of a trade school approach to legal 
education. Despite a developing body of literature reconciling clinical programs with 
sound educational goals of the univenity, the experience in Western Canada has only 
indicated a very tentative acceptance. While consideration of clinical programs per se 
was not directly the focus of this study participants recomrnended numerous ways of 
accomplishing curriculum reform which would incorporate ppractical Iawyering 
experiences with the more traditionai teaching of theory and standard case law 
curriculum. 
Self-Refldon upon the Teaching-Learning Transaction: The study of teaching and 
Iearning in law school is essential if a quality legal education experience is to be 
realized. According to Ramsden (ed: 1988) 
Teaching is an activity that assumes an undentanding of learning. To 
teach in a way that encourages changes in conceptions. instnictors must 
recognize how students already think about phenornena . . . teachers 
should, in fact, become scholars of their own student.' leaming, and an 
important implication of this argument is that teaching and research in 
education are two sides of the same coin. (p. 13) 
The teaching - learning transaction should continue to be the subject of ongoing snidy 
and reflection. Katz & Henry (1993) agreed with Ramsden, that the professor m u t  
take an active role in evaluating student learning when attempting to improve upon the 
quality of teaching. 
Teachers can function analogously to other professionais whose 
reflections on their practice become a source both of new theoretid 
knowledge and of advance in their rnethods. (p. 16) 
Yet Katz & Henry (1993) stated that "... for many faculty it is a new idea that they 
might inquire into the teaching - Iearning process as systematically as they inquire 
into the problems of their disciplines.' (p. 36) This study supported the need 
identified by Ramsden (1988) for M e r  research and dissemination of the outcomes 
of higher education studies on teaching and learning. This m u t  include ongoing 
research by law professors themselves, as they are the practitioners of higher 
education according to Katz & Henry (1993). 
Chapter 4 - Informal Learning in a "Quaiity" Education Experience 
Participants indicated that many diverse experiences stimulated Iearning in law school. 
Some of these experiences were intended and part of the "formal" curriculum. Other 
experiences were part of the informal curriculum of the law school. These generated 
an underlying influence which had tremendous impact upon students. There were a 
variety of lessons "taught" to students by the learning environment whether or not 
these were part of the intended outcomes of the law degree program. Many of these 
influences were consistent with the stated or implied legal educational p hilosop hy 
foundation of the law program. According to Jarvis (1995), 
Underlying every program of education there is a philosophy, whether 
it is explicit, or implicit, considered or rarely thought about, consistent 
or inconsistent . .. (p. 208) 
This " informal" curriculum was a powemil socialking force which had both positive 
and negative influences upon individual law students. 
Further research would be necessary to study the impact of the "informal" curriculum 
on law students, however, participants in this study recalled both beneficial and 
denimental experiences. Some of the most positive outcomes noted by participants 
were the direct result of voluntary involvement in practid lawyering experiences 
which students gained through Student Legal Aid work and participation in mooting. 
Interaction with peers was also considered beneficiai both in terms of cooperative 
learning experiences in law school and the acquisition of long-term relationships 
which continueci after graduation. 
The more negative outcornes tended to be the result of the psychological environment 
of law school which fostered cornpetition and over-emphasized high marks. Acquiring 
an articling position with a large down-town law fm was considered a prize within 
the law school envuonment and this created stresses in student learning. In particular, 
participants commented on the tendency to over-work and the resulting lack of 
balance in their personal lives. Research in this area has been limited and no recent 
articles have considered the impact of the Iearning environment or the " informai " 
curriculum upon the law student. 
A key factor identified in the informa1 learning environment was the student body and 
the type of student admitted into the law school program. The criteria used in the 
admissions process determined the student population and a signifiant number of 
participants noted that the admissions policy should be reconsidered to meet the 
changing needs of society. In fact, according to one participant, 
The type of students you admit will partiy determine what kind of Iaw 
school you will end up with ... if you start admitting different types of 
students now, you're going to get a different kind of Iaw school in ten 
years . 
The primary recommendation of participants who cornmented upon the student body 
as an important factor in their ducational experience was for greater diversity. There 
was a perceived need for law school to be more reflective of the greater society. 
Many participants felt that law school was elitist in nature and that there was an over- 
representation of the traditionai and conservative power groups in Canadian society. 
Though admitting more "non-traditional" students through special quota's or simply 
changing the over-al1 criteria of admissions the student body can be changed 
significantly to accommodate greater diversity. This is important because by altering 
the student population the, 
... law school culture changes, the classroom culture changes and the 
classroom discussions change. " according to 'Beatrice. " 
Advice to Law Students: 
Know your direaion and what it means to be a lawyer: Students were encouraged 
to seek out external sources of information about the legal profession. This could 
provide the student with the necessary dedication and determination to do well at law 
school and it helped the individual to assess whether they were making the decision to 
go to law school for the right personai reasons. The participants were in general 
agreement that in choosing a career as a lawyer, the individual, 
"Mut enjoy it or it's a terrible way to make a living!" 
Just as the law faculty has to establish clear aims and objectives, so does the law 
student need to identiS. the purpose of law school fiom a personal perspective. The 
student will be better motivated (Wiodkowski:1985) if they know why they are at law 
schwl and are clear in terms of what they expect to achieve. The importance of 
setting their own direction, the desire to tie learning to their personal experience and 
the need for a balance of theory and practice were al1 recognized as important by 
participants. These comment. supported the general learning theory of andragogy as 
developed by Knowles (1978) and cited by Jarvis (1995). Knowles clairned that there 
are four main assumptions that differentiate andragogy fiom pedagogy. These are: 
1) a change in self-concept, since adults need to be more self- 
directive; 
2) experience, since mature individuals accumulate an expanding 
reservoir of experience which becomes an exceedingly rich resource in 
learning ; 
3) readiness to leam. since adults want to leam in the problem 
areas with which they are wnfronted and which they regard as 
relevant; and, 
4) an orientation towards learning, since adults have a problem- 
centred orientation they are less Iikely to be subject-centred. 
This "advice" to future students was also indicative of the literature of Schon (1987) 
who stressecl the importance of establishing "congruency " between the pre- 
professional education received and the actual knowledge and skills required. 
Participants noted that an educational program which facilitated the successful 
transition from the law faculty to the workplace wuld be considered to have satisfied 
at least one important indicia of a quality legal education program. 
Socialization pressures and the psychologicai impact of law school: The student 
must corne to terms with the powerful psychologicai influences at law school. 
Participant comment5 in this respect reflected the findings of previous studies which 
uncovered the intense pressure on the individual student in a law school program. In 
part this was perceived to be the result of the overwhelming workload, the changes to 
the way in which the student thinks and views the world and also to the "mythology" 
of law school which appeared to be actively fostered by some members of the faculty. 
These factors and the psychologicd impact they have on students require further smdy 
and the findings need to be taken into consideration in planning a more positive 
Ieaming environment. 
Maintain balance when attending law school: Future students were encouraged to 
get involved and seek out professors and fellow students in order to establish 
relationships and networks of support which can be extremely valuable throughout law 
school and following graduation. While many participants advised future students to 
try not to take law school too seriously , it was recognized that this would be difficult 
advice to follow in law school, " .. . it's easy to say, 1 should have been more relaxed, 
but doing it is another thing.' Unfortunately, it was also recognized by participants 
that if the student is unable to achieve balance and becornes over-whelrned by the 
experience, then the ability to leam will be directly, and most often negatively, 
affecteci. Some participants admitted they were able to continue to lem,  and did learn 
a tremendous amount, but that the cost of a legal education was enormous in terms of 
stress and long term impact on their mental and physical health and persona1 
relationships with others outside of the law school envuonment; 
Volunteer involvement: The three primary reasons identified by participants to be 
involved in Student Legal Aid were: 
1) to leam the law in context; 
2) to acquire necessary skills which are not taught at law school; and 
3) to help othen who are disenfranchised fiom the legal system. 
As one participant comrnented ". .. it is just a very practical, rewarding, socially 
important thing to do . . . " 
Don? expect to work as a lawyer: Future snidents were advised to consider alternate 
employment following graduation and many participants simply srated, "Don't go!'. 
Other participants recognized that there were benefits to a law school education but 
they also wmmented that graduates need to keep an open mind about what they will 
be doing with a law degree or they should not go into law school. It was no longer 
considered a guarantee of a well paying professional position as a lawyer and in some 
cases did not even assure the graduate of employment. If the individual decided that 
they wished to practice law then participants forewarned them of the need to take 
responsibility for their own education in order to meet the challenges of work as a 
lawyer in the future. 
Chapter 5 - Current Challenges and Future Direction 
This chapter considered the participants views on legal education issues which should 
be addressed in the future. Participants identified key challenges for law schools 
particularly the need to be more attuned with changes in society. The law faculty must 
respond to these issues if the acquisition of a law degree is to continue to meet the 
needs of the profession, society as a whole and future students. 
The two key issues for participants were technological change and the number of law 
graduates. Law schools were not perceived of as doing a stellar job in addressing 
either of these challenges and the concern was expressed that this will simply lead to 
the increasing seriousness of these problems in the future. 
In addition, the overall cost and quality of legal education was seen to be jeoprodized 
by ment cuts in funding. This was considered particularly unfortunate as it cornes at 
a time when students face an increasingly cornpetitive field of law upon graduation. In 
order to assist the students transition in a world of change and cornpetition there was 
an identified need to determine which core courses were relevant. Participants 
stressed that a balance must be struck between theory and practice. This should be 
achieved through ongoing dialogue between the law facul ty and the legal profession. 
Finaily life long learning while not directiy identifieci by participants could play a 
critical role in addressing the changing n d s  of the profession. Law schools should 
play a part in promoting later professional learning and helping to set the pattern of 
continuing professional education in the pre-professional years. The law faculty could, 
in fact, consider adopting an enhanced function where the student receives assistance, 
not only while enroIled in law school, but also following graduation, in their 
transition fkom law school studies to the practical realities of the work-place. 
TechnoIoeid & Chanee 
Law schools must accommodate new technologies and meet the challenges of the 
information age. Providing the opportunity for students to specialize may be one 
adaptation required by the increasing amount of information students are expected to 
cover. The rapid expansion of the number and complexity of laws may necessitate the 
end to the old scheme of educating generalists in the law. Students and faculty will 
need to adapt to changes in the methods of teaching and leaming in order to meet the 
needs of the new paradigm which is "change itse1F. Law schools need to take a more 
active role in fostering selfdirected leaming as a well educated lawyer is no longer a 
static concept. Rather the graduates of law school will need the skills to develop their 
own ongoing educational program. Law schools need to take the initiative in setting 
up contact with, and using the resources of, the legd profession in order to meet 
these challenges. 
Too Many Graduates 
Kulig (1995) provided the following statistics on the phenomenal growth of numbers 
in the legal profession in recent years: 
Certainly, there are a lot of lawyers. According to the Federation of 
Law Societies of Canada, there were 61,317 lawyers in the country in 
1994-1995, up almost 20,000 fiom a decade earlier. (p. 15) 
~uota ' s  are only one of the proposed solutions that need to be considerd in resolving 
the issue of too many graduates. Participants did not necessarily favour this approach, 
but there were few other recommendations. A primary concem was the impact this 
would have upon the student body and the fear that an aiready unrepresentative 
selection process would bewme even less reflective of the diversity in society. 
Participants thought that if law schools were to play an active roIe in fostering 
alteniate career options for graduates then it might be possible to continue with the 
cunent Ievels of enrollment. There has to be some recognition, however, that the 
over-whelming majority of students plan to practice law so this may not be a very 
redistic option. 
Participants were in agreement that the current marking systems and methods of 
evaluation rieed to be addresseci. In panicular there must be an immediate study of the 
current situation where marks are having the unintended consequence of determining 
which graduates will have the opporhinity to practice law. The consequences are 
becoming increasingly serious for more students each year. In the past, graduates 
were not precluded from the opportunity of dernonstrating their ability in the actual 
practice of Iaw. In the current job market, individuals may be effectively precluded 
fiom ever becoming lawyers. This was not the original intent of the marking system 
and there should be an over-al1 reassessment, given the realities of the present 
employment situation. 
Core Courses and Relevance 
Most participants were concerned that Iaw students must graduate with a certain 
threshold level of knowledge and the ability to make the transition to private practice. 
The discussion regarding core courses again reflected the necessity for setting clear 
aims and objectives. In order to achieve this, there continues to be a need for law 
schools and the Law Societies in the respective provinces to set aside funds to study 
the situation in Canada. Little research has been done in Canada on the skills, 
knowledge and attitudes that graduates of law school should possess. Without this 
guidance it will be diffîcult to effect meaningful and lasting changes. Further research 
and development in this one primary area would provide the fundamental building 
block in irnproving the quality of legal education in Canada. 
Balance between theory and practice 
According to Mudd (1986), " . . . much of the history of legal education centres on the 
tension between those who view law schwl as part of the univenity's scholarly 
community and those who see them as training grounds for new lawyen. ' (p. 19 1- 
192) Mudd (1986) contended that the over-al1 assessrnent of legal education was not 
favourable particularl y in the accusation that law professors do not adequatel y prepare 
their graduates for law practice. 
Mudd stated that " ... the law school curriculum is neither properly theoretical nor 
adequately practicai . . . ' (p. 189) and this at least in part creates unproductive stress 
and anxiety in students. Participants agreed with Mudd in this respect. Their own 
comments illustrate the lack of congmency between the expectations of law students 
and the reality of the current law c ~ c u l u m .  This was identified as one of the 
fundamentai issues of contention and it accounted in large measure for the overall 
lack of satisfaction expresseci in regard to the legal education experience. 
Mudd (1986) also supported the participants observations that there was an 
unchanging chafitcter to law school, "It is strücing how effectively law schools have 
resisted change over the years." (p. 190)He found that law schools offer a very 
limited view of legal education, 
. .. and one obstacle to creative thinking about educating lawyen: (is 
that) law professors have mistaken one aspect of lawyering, the 
cognitive or rational dimension, to be the whole of lawyer performance 
and they have stnictured legal education accordingly 
To overcume this conceptual barrier requires looking beyond the 
curriculum t.o the world of lawyering in ail its dimensions as the proper 
starting point for evaluating a law school's academic program. (p. 191) 
If the law faculty was serious in wanting to improve the quality of leming in law 
school, than it would be instrumental to move toward a more student-focused 
approach to teaching law. By considering the cornments of graduates it was readily 
apparent that establ ishing a balance between academic theory and practice was also 
considered a critical element of a quality legai education. 
IMPLICATIONS FOR FURTHER RESEARCH 
Qualitative studies often raise more questions than they answer. This study was not an 
exception to this gened rule and in many ways the most important implications of 
this study are in terms of the issues raised and the research questions generated. 
The questions which emerged from this study relate to the need to learn more about 
the experience of law students and to sort out the variables involved in their 
interaction with the law school leaming environment. It would be informative to 
explore any one of the questions asked of this smail sample of participants with a 
larger sample of participants or to investigate similar issues through follow-up studies. 
Participants could be asked to evaluate elements of their Iegai education experience 
upon graduation, and again later once they have entered their chosen career. to 
discover whether responses are consistent over time. 1s there a Iasting impact of law 
school upon Iater career success or satisfaction generally in career choice or do later 
work experiences "colour" the perception of law school experiences? 
Another possible area for m e r  investigation would be to consider the impact of law 
school on the actual practice of law or upon the graduates involvement in continuing 
pro fess ionai education and 1 ife-long learning . Were perceptions of learning 
permanently altered by the legal education experience? This question was raised by 
participant comments that their years in undergrad were genedly more pleasurable 
and that law school was found to be "narrowing" and not as enjoyable. In fact, only 
two participants indicated that they intend to r e m  to university, one intended to 
pursue an Education degree and the second was as yet unsure of future direction. 
Participants were not asked whether they continue to participate in other forms of 
continuing education, therefore M e r  research would be required to determine 
whether comments may be linked or C O M ~ C ~ ~  to how participants view life-long 
learning generally as opposed to subsequent university education. 
Further study couid also consider similar research questions but relate responses to 
specific characteristics of the lemers: 
Are there gender, age, ethnic or racial, economic or social, factors or 
differences among the students which impact upon their response to legal education? 
Teaching and leaniing are an intertwined phenomenon which m o t  easily be 
separated for study. The role of the instructor, the smdent and the administration in 
improving the quality of the education experience require m e r  exploration in higher 
education, particularly in pre-professional programs of study such as law. While there 
may be no one best way to teach, there are cornmon principles that can assist the 
instmctor so that no matter what rnethod is chosen it facilitates student progress. 
Students, in hini, couid be assisteci to identify preferable learning strategies and take a 
more active role in their own education. This will becoming increasingly criticai due 
to the Pace of change and the demands made upon institutes of higher learning in the 
future to be accountable to the public. 
There should be M e r  exploration of law school education for while there are many 
strengths, there are aiso identified areas which warrant improvement. Positive change 
hinges upon the law schools identiQing educationai goals, preferably as part of an 
overall anaiysis of the aims or mission of law school. These objectives will need to 
address the needs of the students, the Law Society and the uitimate consumers of legal 
services - future clients. In the words of Lang (1990) 
A law school should not be rnerely an additional univeaity philosophy 
department operating in a law building dorninated by educators who are 
misinfomed as to what lawyers do, M e r  unaware of public needs for 
legal services or, in the alternative, have some awareness of both but 
take a "public be damnedm attitude. (p.79) 
The final area identified for m e r  study was the issue of learner self-evaiuation and 
ongoing reflection which requires a great deal of thought about what one is doing and 
what practices might be improved. Schh (1983) has discussed the importance of 
reflective practice for professiooals and it clearly warrants attention as prospective 
lawyea will be required to teach themselves the answen to problems that were not 
even conceived of when they attended law school. 
SUMMARY 
A quality legal education must aim to realize high ideals and improve society, yet at 
the same time graduate students who understand the current system well enough to 
participate competentiy in society as it presently exists. Graduates need to be able to 
hnction as effective professionais and work continudly to improve the system. A 
touchstone of a quality law school could be evidenced in the careful consideration of 
Tyler (1949), who stated that in semng educational objectives the question must be 
asked, "Should the educated man adjust to society, should he accept the sociai order 
as it is, or should he attempt to improve the socieiy in which he lives . . . " (p.35). 
The outcome of this research has important ramifications. Law as a profession is 
indispensable to the functioning of Our society and there are many demands made of 
the law faculty in educating future lawyen. Gordon (1994) stated that at the end of 
the educationai program: 
G d  lawyers must have the skills required for professional 
cornpetence. But this is not enough. They mut know how to carry the 
burdens of other people on their shouldea. They must know of pain, 
and how tb help heal it ... 
. . . lawyers are penons to whom people open up their innermost secrets 
when they have suffered or are threatened with serious injury. People 
go to them to be healed, to be made whole, and to be protected from 
h m .  These are large and important tasks, and they require dl that 
lawyen have to offer. they require both gocd minds and good h e m  - 
not only mental acuity and professional, skill, but also compassion, 
righteousness, mercy, and strength to suffer and carry pain. That is 
what it takes to be a truly good lawyer. and the world dwperately 
needs tmly good lawyers. (p. 130) 
The legal profession includes some of the best educated and most powerful people in 
our society yet a qudity legal education cannot be measured by worldly outcornes of 
wealth or power. Rather efforts toward excellence in legal education and 
irnprovernents in the study and practice of law are best evidenced by graduates who 
have developed their knowledge and skills fully in order to increase their ability to 
serve othen in society. 
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Appendix - "A" 
TELEPHONE REQUEST 
I) HELLO, My name is Brenda Davis. 
(You may remember me from law school. 
OR 
............. (1 am a Friend of who gave me your phone # 
1 have just flown in fiom Vancouver, (or 1 am in .........................) and 1 am 
trying to complete a research study by the end of August. 
1 am currently a graduate snident in the FacuIty of Education and 1 am working on 
completion of a thesis on law school education experiences. 1 would Iike to invite you 
to participate in a research study I am doing. 
I will be gathering together @8 lawyers to talk about their law school expenences. 
The session will Lut between I Il2 ami 2 houn - on Ihnhy, July 25 between 
........................................... 7:mm and 9:00pm in the West End. (Address: 
Do you think that you wili be &le to join us? 
"ES" (then continue with II) 
"NO " 1 am (&O) conducting a number of 45 minute interviews in 
early August to discuss the sarne topic on a one-to-one basis - 
Do you think that you would be available to participate during 
the week of August 7 (x) - 14 b). It can be at any time 
convenient to you (morning or aftemoon). 
"YESw Book interview .......... (then continue to II) 
"NO" Do you have anyone that you could recommend that may wish 
to participate: 
If YES, then take name and phone # 
If NO, then thank person for their time. 
Appendix - "Aw (cont.) 
1 will be mailing out a confinnation letter which will give you further 
information about the study. 
Do you have any questions or would you like any more information about the study at 
this time? 
"NO" (then give phone numbers below - III) 
"YES" (then continue with background information) 
BACKGROUND: The purpose of the study is to determine what a "quaIityn learning 
expenence at law school means to a former law school graduate. 1 want to find out 
how you, as a former student (at a Western Canadian Law faculty), think about your 
law school experïences - how you would define quality Iegal education and what 
influenced the quality of your educational or learning experiences. 
To do this, I plan to fmt conduct a "group sessionw (where 6 to 8 people - 
representative of a range of graduating years) meet to reflect upon and discuss their 
learning experiences at law schwl. 1 will then follow-up their comments by 
conducting a number of one-tome interviews with a difierent group of Iaw graduates. 
You have been selected because 1 hope to include students who corne from a variety 
of backgrounds. Al1 information that is gatherd will remain anonymous and 
confidential. Also, your participation in this snidy is completely voluntary and you 
are, of course, free to drop out at any time. 
Do you have any (further) questions (or concem) about the snidy? 
m) My narne is Brenda Davis and 1 can be reached at (phone # ................... ) 
- my faculty advisor is Dr. David Collett and he c m  be reached at (. .................... ) 
Follow-up letter & phone cal1 prior to group session. 
NOTE: Section NI italics wnr uced on& for s m n g  up Focur Croup #2 
Appendix - "B" (Focus Group Confinnation Letter) 
Brenda D. Davis 
Dear July 20, 1996 
Thank you for agreeing to participate in a group discussion on law school experiences. The 
information gathered will help me to complete my research and thesis, for a Masten degree 
from the Department of Education (Policy & Planning) at the University of Alberta. 
The primary question that will be addressed in the research is: 
What do lawyers think, when reflecting upon their own experiences as law 
students, about the "quality" of their Iegal education in Iaw school? 
Please note, that "quality" is a term which will be defined by the group discussions, of which 
you will be a part, and [ater interviews with other law school graduates. While 1 am asking 
you to consider your personal experiences of law school, the entire research project includes 
individuals who graduateci from a number of univenities in Western Canada over the past 10 
years. Therefore the final anaiys is of information provided wi Il be "generic" , enco mpassing 
legai education generdly rather than evaluating or commenting upon a specific law faculty. 
As 1 mentioned to you on the telephone, the group that I am gathering together in Edmonton 
will be encourageci to discuss their own persona1 experiences from Iaw school and 1 am quite 
interested in hearing what you have to Say about this topic. Participants in this group include: 
"Mary" 
"Kentw 







Following is the date. tirne, and location of the group discussion session in Edmonton. The 
session will last between 1 1/2 - 2 hours. 
DATE & TIME: Thursday, July 25 between 7:OOpm and 9:Wpm 
LOCATION: Address: 
Phone: 
There is accessible parking on the Street and 1 will be providing beverages, h i t  and cheese. 
Thank you again, for agreeing to join us. 
Brenda D. Davis 
Appendix - "BR (cont.) 
If you have any questions or would like further information about the study please feel fiee 
to cal1 me, (Brenda Davis) at .......... or my faculty advisor (Dr. David Collett) at ...... 
PLEASE FIND ATTACHED: 
1) Draft "Informed Consent" Agreement 
2) Other Participants : 
In Part II, of the study 1 will be conducting a number of 45 minute interviews in early 
August to discuss the same topic on a one-to-one basis. This will involve a completely 
different group of law graduates. 
- Do you know anyone that you think may be interested that you would be available 
to participate during the week of August 7 - 14. The interview can be at any tirne 
during the day, at any location: 
Name: 
Phone Number: 
(Please Note: Individual mut have graduated from a Western Canadian Law Schwl 
during the period 19854995) 
3) Further information about the study. 
BACKGROUND: 
The purpose of the study is to determine what a "quality" learning experience at law school 
means to a former law school graduate. I want to find out how you, as a former student (at a 
Western Canadian Law faculty), think about your law school experiences - how you would 
define quality legal education and what influenced the quality of your educational or learning 
experiences. 
To do this, 1 am fust conducting two "group session", in Vancouver and Edmonton, where 8 
to 10 people - representative of a range of graduating yean, will meet to reflect upon and 
discuss their leaniing experiences at law school. 1 will then follow-up their comments by 
conducting a number of one--ne interviews with a different group of law graduates. 
You have been selected because 1 hope to include students who corne from a variety of 
backgrounds. Al1 information that is gathered will remain anonyrnous and confidentid. Also, 
your participation in this study is completely voluniary and you are, of course, fiee ta lave 
the study at any time. 
Appendix - "C" 
CONSENT FORM 
1 have been informed by Brenda Davis that she is in the process of completing her 
Masters thesis at the University of Alberta, Department of Education (Policy Studies) 
and that the research she is conducting involves taîking to former graduates of law 
school about various aspects of their experiences at law school. 
By agreeing to take part in the study, 1 understand that my comments will be taped so 
that an accurate record can be made of the interview and that the transcript of these 
tapes will be coded so that al1 information used in the thesis or relayed in any way, in 
any publication will be anonymous. 1 also understand that any information I give is 
completely voluntarily - I can choose to refuse to comment on any particular question 
and at any time 1 am fiee to withdraw From the study. 
By signing below, 1 am giving permission to Brenda Davis to tape the interview and 
to use the information gathered with the understanding that 1 will not be identified. 








PRE-LAW EDUCATION: (DEGREE & YEAR) 
ADDITIONAL FACTORS: In what way was your background unique - (and/or) - 
did you have special circumstances that affected your law school expenence? 
WHY DID YOU DECIDE TO GO TO LAW SCHOOL? 
LAW SCHOOL ATIENDED: 
MARITAL STATUS (during law school): 
........- Married or Common-law ..........- Single (at home) ..........- Single (on own) 
CHILDREN (during law school) - "NO" ............ "YES" (if yes, how many) ............... 
........................ YEAR OF GRADUATION: 
WEhT LENGTH OF TIME HAVE YOU WORKED FOR: 
........................ Small Firm (5 or less lawyen) 
.................... .. Mid-Size Firm (6 to 15 lawyers) 
........................ Large Firm (16 or more lawyers) 
........................ Government 
Other (please give details) ........................ 
WHAT E ~ s  BEEN THE PRIMARY FOCUS OF YOUR WORK TO DATE? 
WHAT IMPACT HAS LAW SCHOOL HAD ON YOUR CAREER? 
Would you like a transdpt of your comments for review? YES / NO 
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Appendix "Dm (cont.) 
FoUow-up: 
Name of person(*) who may be willing to participate in a one-hour interview: 
TELEPHONE: ............................................ 
(*) Person must be a law graduate of a Western Canadian University between the 
years 1985 - 1995. 
Appendix - "El' 
Moderator's ~ u i d e '  
1. Introduction 
A. Welcome 
B. Statement of the purpose of the i n t e ~ e w  
C. Guidelines to foilow during the i n t e ~ e w  
A. Set the tone 
B. Set the participants at ease 
III. Establish Easy and Non-threatening Questions 
A The initial questions should be general and l e s  threatening 
IV. Establish More D i E d t  Questions 
A. The more difficult or 
V. Wrap-Up 
A. Identify and organize 
personal questions should be determined 
the major themes fYom the participants responses 
B. Ensure that any conversational points not completed are mentioned 
VI. Member Check 
A. Determine how each member perceives selected issues 
W. Closing Statements 
A. Request anonymity of information 
B. Answer any remaining questions 
C. Express thanks 
Vaughn, S, Schumrn, I.S. and Sinagub, J. (1996) Focus Grouo Interviews in Education and 
Psvcholo~ SAGE:Ttiousand Oaks - Table 4.1 Overview of the Sections in the Moderators Guide p.43 
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Appendix - "F" 
FOCUS GROUP PARTICIPANTS - QUESTIONS (MODERATORS GUIDE) 
ROUND TABLE: 
Why did you decide to attend Law School? 
QUESTIONS: 
What (do you think) is the purpose of Law School? 
What was the most important thing you came away from Law School with? 
That you still use today? ...... fomd experiences ...... ? informal experiences ...... ? 
What does the phrase "to think like a lawyer" rnean to you? 
Did Law School teach you "to think like a lawyer"? 
How does Law School do this? 
What is your over-al1 assessrnent of your law school experience in terms of the teaching 
and Iearning dynamics? 
Give examples of effective teaching .... 
Give examples of effective learning .... 
What other factors affected your law school experience ... ? 
What was your experience with the "Socratic Methodn at Law School? 
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Appendur - "F' (cont.) 
What did you think about marks and the evaluation system generaiiy (at Law School)? 
How could your legai education experience have been improved? 
(please give specific examples if possible) 
What do you see as the greatest challenge in legal education that Iaw school faces 
- today? 
- in the future? 
ROUND TABLE: 
What piece of advice would you give to Iaw students entering law school today? 
Any h a 1  comments from the group before we nnish up? (SILENCE) 
Appendix - "G" 
INTERVIEW GUIDE 
Why did you decide to attend law school? 
What do you thuik is the purpose of law school? 
Probe: How does it (the purpose) compare to your undergraduate degree? 
Probe: Was the purpose/objective of the two degrees Mereu t?  
What do you think is a necessary part of an excellent legal education? 
Probe: If you were to set up your own law school what would you idenw 
as the critical elernents of a law school? 
Probe: What is an important ingredient in a "high" quality legal education 
What was the most important thing you came away £rom Law School with? 
Probe: That you still use today? 
What does the phrase, 'to think like a lawyer' mean to you? 
Probe: Did law school teach you to do this (think iike a lawyer)? 
Probe: How does law school teach you to think Wte a lawyer? 
Appendix - "G" (cont.) 
What is your over-ail assessrnent of your law school expenence as an 'educational' 
expenence? 
Probe: Give an example of effective teaching (was there something a 
professor(s) did that worked for you)? 
Probe: Give examples of effective learning strategies (what did you do that 
worked?) 
Robe: What other factors influenced the teaching/learning dynamic in law 
school? 
Probe: Are there any other factors that affected your law school 
experience? 
Probe: Did you notice any Merence between instnictors who were full 
time academic faculty and practitioners who taught? 
(If Y=) Probe: What were the ciifferences? 
Probe: Did you have a preference between academic 
facdty and instmctors who were practitioners? 
What was your experience with the 'Socratic method' at Iaw school? 
Probe: What other (teaching) methods were used? 
What comments do you have on the marking system and methods of evaluation 
used at law school? 
Probe: What methods of evaluation were used? 
Probe: On the whole did you find that the marks you received in a 
particular course accurately (reflected or) evaluated your learning? 
(In other words, if you leanied more in a coune were your marks higher 
and if you learned less were your marks lower, or was there no 
correlation?) 
Appendix - "G" (cont.) 
How could your legal education experience have been improved? 
Please give spedic  examples if possible 
What do you see as the greatest challenge in legd education that Iaw school faces 
Probe: .... today? 
Probe: ... in the future? 
What lart piece of advice wouki you give now to a Zaw strrdent (who Lr like youmeifl 
enterihg law school todq? 
Probe: How would you tell them io go about lm school? 
Probe: How c m  a student get the most out of the [au school years? 
Any final comments on how legal education can be improved now based upon 
your past experience both educational and professional? 
Probe: If you were taIking to the facuIty at your law school today what 
would you say .... 
Probe: If you were asked to teach a course (ut the law fucullyl younelf what 
would you make sure to do .... 
Any comments before we nnish up today? 
* NOTE: Questions Md Probes in Italics were used on& VI the Imt U l t e ~ e w s  
conducted 
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Abstract 
Research into the phenornenon of burnout has been of an 
anecdotal nature. The literature abounds with definitional, 
analytical and psychometric limitations. Although burnout has 
been defined by numerous researchers in varying terms, research 
still lacks a universal definition and theory. Therefore, it is 
essential to develop this universal definition by investigating 
the existence, and the determinants of the concept. One approach 
hypcthesized to establishing a theoretical definition of burnout 
is to use a sophisticated and rigorous analyses such as 
structural equation modeling with a sample of a professionals 
exhibiting symptoms of burnout. This present study focuses on 
the nursing profession and endeavours to propose at least an 
initial theoretical definition of the burnout construct for this 
prof ession. 
Research has determined that nursing is a profession 
prone to burnout. The current study elaborated on a 
postulated framework of burnout as it impacted on a nursing 
sample of 340 general staff nurses and 204 critical care 
nurses. In testing this 
drawn 
model 
from the research 
incorporated such 
model, the more salient determinants 
literature, were validated, The 
variables as Locus of Control, 
Abs tract 
Professional Identity, and Femininity (personal variables); 
Role Conflict, Role Ambiguity, Workload, and Autonomy 
(organizational variables); and Self-esteem and Job 
Satisfaction (mediating variables) . 
It was determined that nurses in this sample obtained 
£rom three major Ontario hospitals were indeed reporting 
levels of burnout. Further, the general staff nurses and 
critical care nurses reported differences in how they 
experienced that burnout. This information is particularly 
useful in developing programs to increase the quality of 
worklife for nurses. 
This study provides a foundation on which to expand the 
knowledge of burnout as a construct, its definition and its 
determinants. The study concludes with limitations and 
directions for future research. 
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INTRODUCTION 
The concept of burnout was first conceptualized and 
defined by Freudenberger in 1974 as a process of wearing 
out. Since that time, the term has evolved through numerous 
definitions to become the multifaceted, multidirnensional 
construct of Burnout as defined by Masiach and Jackson 
(19 81) , According to Maslach & Jackson, burnout, 
particularly prevalent in the helping professions, has three 
related but independent components: emotional exhaustion, 
or progressively debilitating fatigue; depersonalization, or 
a negative and uncaring attitude; and finally, reduced 
persona1 accomplishment which involves one's own sense of 
self, competence, and achievement. 
The definitional evolution of the concept has been rapid 
due to the enormous financial, emotional, and psychological 
costs of burnout. In individuals, the cost reflects itself 
as physical and psychological correlates. In organizations, 
burnout manifests itself in problems such as productivity 
and absenteeism (Golembiewski & Munzenrider, 1988) . To 
compound the problem of costs, there is a lack of 
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information on what proportions of various professions 
succumb to burnout or to what extent these individuals in 
various organizations experience the phenornenon 
(Golembiewski & Munzenrider, 1988). Despite the costs in 
human and organizational terms, there are few studies 
dealing directly with the incidence of burnout. Prior to 
1980, there were fewer than 50 refexences related to burnout 
appearing in any review article (Paine, 1981) . This number, 
magnified by numerous articles, books, and edited volumes at 
least tripled in the following two years. A summary of the 
literature dealing w i t h  burnout (Perlrnan and Hartman, 1982) 
unfortunately still found that of the 48 articles discussed, 
only £ive were of a quantitative nature. 
Much of the research on burnout has been of a 
substantive and anecdotal nature (Einsiedel and Tully, 1981; 
MacNeill, 1981; Meier, 1983, 1984) . Research, labelled 
descriptive and exploratory, had been criticised on the 
grounds that (a) attention had been given to the practical 
rather than the etmpirical research, (b) there was little 
evidence of programmes of research study (research comprised 
individual s tudy) , (c) conceptual and operational 
definitions varied extensively, (d) hypothesis formulation 
and testing were uncomrnon, (el there were few extensions 
Introduction 
and/or replications of previous studies, and (f) 
contributions to theory development were far exceeded by the 
number of studies dedicated to prevention (Einsiedel and 
Tully, 1981). What is required are studies exploring the 
relations between burnout and other psychological constructs 
to which it was theoretically linked, as well as relations 
amoncj t h  dimensions of the burnout construct itself. 
Exceptions to the criticisms are such researchers as 
Maslach (1976) and colleagues, Jackson (1978) and Fines 
(1977, 1978) ; Pines, Aronson and Kafry (1978) ; Cherniss 
(1980) ; Jones (1981) ; Meier (1983, 1984) ; Golembiewski & 
Munzenrider (1988); and Leiter (1991, 1993). Maslach (1976) 
and colleagues, Jackson (1978) and Pines (1977, 1978) , and 
Pines,  Aronson and Kafry (1978) empirically studied burnout 
by focusing on the symptomatology and the negative 
consequences. Cherniss (1980) primarily views the cultural 
and organizational frames of reference to discover sources 
of burnout. Jones (1981) organizes his research around the 
cognitive, affective, behaviourial, and psychophysiological 
experience. Two researchers, Golembiewski & Munzenrider 
(1988) and Leiter (1991) developed models from the 
perspective 
phase mode1 
of phases in burnout, the former with an eight 
and the latter with two phases. Meier (1983, 
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1984) who investigated and validated burnout as a unique 
phenomenon, focuses on the construction of an interactional 
rnodel of burnout based on Bandurats theory of reinforcement. 
These researchers share a common thread in that each 
has a theory of burnout and each has a method of empirically 
testing the model. The theories have sirnilar components 
(the physical, the psychological, and the emotional) and are 
directly related to stress. The authors differentiate 
between burnout and other concepts, and in doing so define 
burnout. Ultimately, burnout (a) is equated with the human 
service professional, (b) is produced by a combination of 
individual, organizational, and mediating factors, and (c) 
has a core component of cornitment. Finally, the 
researchers agree that research related to the construct 
validation of Burnout is essential if progress is ever to be 
made in the understanding of the etiology and consequences 
of burnout. 
Construct validity focuses on two issues: (a) the 
extent to which the assessrnent instrument measures the 
underlying hypothetical construct for which it was designed, 
and (b) the theoretical f ramework wi thin. which the construct 
is found (Cronbach and Meehl, 1955) . Cronbach and Meehl , 
(19 5 5) argue that cons truct validity research is- 
particularly essential for theoretical or propositional 
substantiation when there iç no accepted, adequate body of 
knowledge related to a hypothetical construct. 
Consistent with Cronbach and Meehl s (1955) views, 
methodological reviewers of the bumout literature have 
called for construct validation as a means to establish a 
potential nomological network of Burnout that can be linked 
to specific professions. Construct validation on a 
nomological network involves the investigation of both 
between-netwoxk relations (relations between Burnout and 
other constructs with which it has been empirically linked) 
and within-network relations (relations among the postulated 
facets of Burnout) . 
Based on the research of Maslach and colleagues that 
has determined Burnout to be a multidimensional construct of 
three distinct components, construct validation of the 
within-network relations of Burnout necessarily focuses on 
the extent to which the dimensions are related to each 
other. Construct validation of the between-network 
relations explores the determinants of a multidimensional 
Burnout structure. 
Given the apecificity of burnout relative to different 
work environments, it is critical that any construct 
validation of its nomological network or structure of 
between and within relations, be investigated within the 
framework of a particular profession. Nursing is such a 
profession in that (a) it is the largest health-care 
prof essional body in Canada (Growe, 1991) ; (b) it has been 
linked to the incidence of burnout (Jones, 1981; Maslach, 
1979, 1982, 1986) ; (c) the very nature of nursing is based 
on empathy, compassion and hmanization of medicine [the 
antonyms of these concepts are detached concern and 
dehumanization (Maslach, 1993)l ; and (d) nurses as 
professionals are involved with people on an extremely 
persona1 level in an environment that is not always 
conducive to positive consequences (Buunk 6; Schaufeli, 1993; 
Hatcher & Spence Laschinger, 1996). 
Ernpirical research on burnout in the nursing profession 
has been scant (Morrow, Mullen & McE-lroy, 1990) . Yet 
shortages of working nurses, a trend that is cyclic, 
necessitates the investigation of indicators of the quality 
of Canadian work life. For example, in 1987, 50% to 70% of 
667 nurses in Newfoundland reported symptoms of burnout 
(Growe, 1991). Further, a survey in 1988, of 1,240 Metro 
Toronto Hospital nurses revealed an overwhelming 
dissatisfaction with their careers (Growe, 1991) . In 
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addition, at this hospital, 50% of the nurses would not 
recornmend nursing, 50% considered leaving their jobs, and 
47% were likely to leave their jobs within a year. 
Growe (1991) noted that turnover rates for Vancouver 
hospital nurses increased from 14% in 1984 to 25% in 1989. 
In 1988, despite the fact that the number of nurses doubled 
between 1965 and 1986, only 57% of female graduate nurses in 
Canada worked full-time by choice. Thus, there is a shortage 
of nurses that are willing to work. Growe (1991) maintains 
that this dichotornous situation is due to hospital working 
conditions. Given that these woxking conditions have since 
further deteriorated due to restructuring and cutbacks, 
increasing job insecurity and organizational stress, the 
potential and milieu for burnout is even greater than 
reported by Growe (1991). 
Reports indicate that nurses are dissatisfied. 
However, little research has been accomplished to determine 
the antecedents of this dissatisfaction. While the research 
focuses primarily on (a) intervention and prevention issues 
(Cherniss 1980) , and (b) the incidence of stress and burnout 
in heal th- care prof essionals (Maslach, 19 86 and Jones, 
1981), researchers'have failed to explore the determinants 
of the construct of Burnout. 
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The prirnary purpose of this thesis was to propose and 
test a theoretically and empirically derived structure of 
Burnout as it bears on the nursing profession. This 
structure is grounded in the substantive theory of burnout 
based on a review of the research literature. The thesis 
begins with a review of the literature and the limitations 
of previous research, followed by a discussion of construct 
validity in general, and as it relates to burnout in the 
nursing profession in particular. 
Based on the literature review, the variables which 
were considered to be most salient to the nomological 
network of Burnout within the context of the nursing 
profession, were identified and juçtified. Finally, a 
theoretically and empirically-substantiated model of 
Burnout, considered to adequately represent the nomological 
network relative to the nursing profession, was analyzed. 
Discussion of this model, as it relates to a nursing sample, 
concludes the thesis. 
The Theoretical Framework Of The Burnout Construct 
Based on the 
burnout rooted in 
knowledge 
empirical 
that there is a theory of 
researchl, a literature review 
Ïktroduction 
of this research is essential. In the literature, the 
numerous researchers each view burnout £rom a different 
perspective and develop differing instruments to measure the 
construct. In ordex to better understand the construct of 
Burnout, the researchers and their contributions are now 
reviewed, 
Mas lach and Jackson 
Maslach and Jackson (1981) were the first to construct 
a measuring instrument designed to assess burnout. Previous 
researchers, including the Berkley Planning Associates Metz, 
Gann, and Westerhouse (cited in Perlrnan and Hartman, 1982), 
provided a correlation between Burnout and such other 
concepts as Job Termination, Job Satisfaction, Role 
Conflict, and various personality traits and forms of 
communicaticrns, and defined burnout in those terms. 
However, the Berkley Planning Group did not develop an 
instrument to measure burnout nor did they provide a way in 
which to clearly define the construct. The seminal work of 
Maslach and her colleagues however, yielded both a 
definition of burnout and a means to test that definition, 
the Maslach Burnout Inventory (MBI) . 
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In 1976, Maslach described burnout as a feeling of 
distance £rom the client or a sense of cynicism regarding 
the client. In 1977, along with Pines, she added 
descriptors and the factors of physical and ernotional 
exhaustion, and dehumanization. The concept of lowered 
occupational productivity was appended in 1979. Finally, in 
1981 Maslach and Jackson described burnout as a syndrome 
displaying such characteristics as emotional exhaustion, 
depersonalization, and dissatisfaction with persona1 
accomplishments, dimensions obtained from a factor analysis 
O£ the data collected in the construction of their 
inventory. 
Maslach developed her theory of burnout and the test 
inventory, based on a need for synthesis and integration of 
the existing information, and on a need for psychometric 
, assessment tools to evaluate the construct (Einsiedel and 
Tully, 1981; Maslach and Jackson, 1981). The three facets, 
Emotional Exhaustion, Depersonalization and decreased 
Personal Accomplishment, were defined as distinct yet 
empirically correlated, sharing sirnilarly hypothesized 
causes (Jackson, Schwab and Schuler, 1986) . 
Emotional exhaustion is considered by Maslach and 
Jackson (1981) to be the end product of a pattern of too 
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many emotional commitrnents. This product of depleted and 
unreplenishable ernotional resources results in decreased 
motivation and an increased lack of involvement with people 
(Maslach, 1982). On the assumption that burnout is most 
prevalent in individuals who systematically interacted with 
people, this emotional and psychological exhaustion is 
particularly dehilitating. This emotional exhaustion 
comprises a state of high arousal and is related to such 
concepts as Cynicism, Rigidity, and increasing Detachment 
(Maslach and Jackson, 1981; Maslach, 1982; Jackson et al. 
1986). 
In service-oriented professionals, a professional 
detachment is considered to be necessary as a buffer for 
concerned, effective caring. Unfortunately, this 
professional detachment could deteriorate to become 
depersonalization, the second component of burnout . As 
such, clients of the professional tend to become dehumanized 
and labelled by the professional. The caregiver who is 
burned out, begins to minirnize intense motions and this 
leads to ineffective crises functioning, feelings of 
callousness and impersonal behaviours (Maslach, 1982; 
Jackson et al., 1986). 
The third dimension of Burnout, reduced personal 
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accomplishment, is a progression £rom depersonalization. In 
Depersonalization, the individual has increased negative 
attitudes to oneself, has an increased sense of inadequacy 
and helplessness, and ultimately begins to derogate others 
(Maslach, 1982). As the depersonalization increases, the 
person has an decreasing sense of having accomplished 
worthwhile tasks in their workday. These three components, 
emotional exhaustion, depersonalization and decreased 
persona1 accomplishment describe the burned-out professional 
according to Maslach and Jackson (1976) . 
Maslach and her colleagues are among the first 
researchers to investigate the construct of Burnout in an 
empirical manner. The Maslach Burnout Inventory (MBI) , is 
the seminal instrument for the validation of the 
multidimensional nature of burnout. 
Pines and colleagues 
Pines, Aronson and Kafry (1978) define burnout and a 
second concept tedium, as States of mental, physical, and 
emotional exhaustion. The symptoms of both burnout and 
tedium include fatigue, emotional draining, helplessness, 
hopelessness, negative self-concept, and a negative attitude 
to life and people; Pines et al. (1978) di££erentiate 
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between the two concepts of Burnout and Tedium by clarifying 
the origins of each. They argue that tedium is the result 
of any daily chronic stress, whereas burnout is the result 
of constant or repeated stress related to a deep involvement 
with people over prolonged periods of tirne. The researchers 
conclude that tedium is usually an antecedent of burnout. 
In addition, Pines et al. (1978) define burnout by 
comparing it to other concepts. For example, they argue 
that job alienation is a different phenomenon £rom buxnout 
because job alienation does not originate in, nor depend on, 
the initial excitement and idealism of the helping 
professional, as does burnout; clinical depression is a 
separate concept in that the causes of depression are rooted 
in the person. Comparatively, burnout is a psycho-social 
phenomenon, the sources of which are environmentally 
determined (Pines et al., 1978). 
The three antecedents of burnout, according to Pines et 
al. (1978), are directly related to the very nature of the 
human service professions and to the professional 
themselves, in three ways. First, the work of the 
professional is emotionally straining. This strain depends 
on the demands of the job and the 
Helping professionals, repeatedly 
resources 




problems of varied complexities, are expected to be both 
adept and concerned. Over tirne, this altruistic situation 
becomes intolerable. 
Second, the human service professionals has cornrnon 
personality traits. Most professionals are empathic and 
sensitive to the needs and suffering of othexs, are oriented 
to people rather than to objects, and are considered 
humanitarians. These very characteristics make these 
professionals susceptible to overidentification with the 
clients' pain and more susceptible to stress (Pines et al., 
1978) . 
And the third antecedent is a client-orientation. The 
role of the professional is defined by the needs of those 
serviced. The relationship between client and professional 
is therapeutic, not reciprocal. Rewards are inherent in the 
job itself, and satisfaction is derived from the service. 
Further, the professional socialization of these human- 
service professionals emphasize and encourage this absolute 
ethic of altruisrn. Pines et al. (1978) argue that these 
three elements combine incrementally in the helping 
professional, making them particularly vulnerable to 
burnou t . 
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According to Pines et al. (19781, human service 
professionals are prone to burnout for a variety of reasons 
including: (a) the combination of personality traits, 
professional training, organizational structures, and 
political and economic realities; (b) the fact that women 
who make up the majority of helping professions, are more 
likely to subscribe to the dedication ethic, and are 
stereotypically nurturing and idealistic; (c) the 
increasingly fewer extrinsic rewards such as monetary 
compensation and recognition; and (d) the fact that few 
professionals have the necessary skills to identify and/or 
meet their own needs. 
The research of Pines et al. (1978) indicates that 
almost half of the studied subjects of various professions, 
experience burnout at the time of study, and a further third 
had similar feelings in the past. This research conclusion 
illustrates the prevalence of the phenomenon. 
Unfortunately, the targeted human service professionals 
themselves are slow to recognize their symptoms as burnout 
and thus are even slower to research the phenomenon of 
burnout (Pines & Kafry, 1981). The reasons for this slow 
response are categorized into £ive areas: (a) the socio- 
political climate (along with the public funding) is less 
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than ideal for costly research; (b) there is an oversupply 
of human service professionals; (c) some of the human 
service professions are sex-role stereotyped as wornen's jobs 
and research into these womenfs job burnout is not a 
priority; in addition, women are socialized not to force 
issues; (d) human services have been traditionally ranked 
lowex than other professions; and (e) management not 
administration is rooted in human services. For these 
reasons, Pines et al. (1981) feel that although necessary, 
research into burnout has not been accomplished and is 
overdue. 
Arnong the contributions to the field of burnout and 
tedium, Pines and his colleagues (a) developed inventories 
to measure the extent to which individuals experience tedium 
(1981) and burnout (1988; the Burnout Measure) ; (b) the 
researchers elaborated further on the concept of burnout by 
differentiating the concept of Burnout from the concept of 
Tedium and (c) their research detailed a picture of a 
helping professional prone to burnout. 
Chernis s 
Cherniss (1980), working £rom the socio-environmental 
perspective, focuses on the professional just beginning 
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their career. He contends that public criticism of the 
human service professions leads to an augmented demand for 
accountability. Thus, along with the expansion of 
professional roles has corne more responsibility, commitment, 
and the need for professional effectiveness. 
According to Cherniss (1980) , human service 
professionals such as psychologists, social workers, 
doctors, therapists, transferred their professional practice 
to agencies and institutions. This migration £rom 
independent to institutionally-controlled practice led to an 
increase in stress, both on the organization, and on the 
attitude and performance of the individual within the 
organization. Traditionally, professionals were autonomous 
and seff-regulating. The resulting modifications in the 
nature of work evolved to become the regulators of the new 
values and constraintç. Thus by altering the work venue, 
such new problems as role conflict and decreased persona1 
autonomy were added to the pre-existing inherent stresses 
and strains of professions in general. 
Cherniss (1980) defines burnout in terms of these work 
stresses. He asserts that burnout is a process in which 
attitudes and behaviours are negatively altered in response 
to job stress. Ultimately, the response to job stress is 
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due to a loss of idealism and cornmitment, and is manifested 
by a variety of symptoms. The negative symptoms include 
detachment, loss of concern, pessimism, fatalism, decreased 
motivation, apathy, increased self-centredness, 
inflexibility, and a score of physical ailments. 
Cherniss (1980) differentiates burnout from other 
concepts in a number of ways. F i r s t ,  he contends that 
temporary fatigue is not burnout, although it may be a 
symptom of it. Second, he argues that while socialization 
or acculturation are processes in which attitudes and 
behaviours respond to socially-exerted pressures, changes 
due to burnout are directly related to overload and job 
stress. The two concepts are similar in that both involved 
attitudinal changes in response to roles. However, burnout 
is an individual stress adaptation. Finally, he maintains 
that staff turnover is a sign of burnout, and not the 
process itself. 
Believing that the first years are crucial as the 
professional make the transition from the student role to 
the accountable worker, Cherniss (1980) focuses on the human 
service professional new to the job. According to Cherniss 
(19 80) , this transition for the prof essional requires the 
most behaviourial and attitudinal changes for the 
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professional. Cynicisrn, lowered self-esteem and decreased 
job satisfaction developed in the initial years, are likely 
to persist and axe in response to situational restraints 
(Cherniss, 1980). 
The research of Cherniss is of a longitudinal and 
comparative nature. It consists of in-depth interviews with 
human service professionals in public institutions. The 
research is influenced by a socio-ecological perspective of 
three factors: first, human behaviour is a dynamic 
interaction of individual and environment; second, the 
environment imposes demands on the individual; and third, 
even as the environment influences the individual, the 
individual continues to force the environment to conform to 
her/his needs and wishes. Cherniss focuses on the adaptive 
modifications of the new professional, and on the strain 
produced by the exposure to new environments. 
As a result of his research, Cherniss proposes £ive 
major sources of stress: (a) a sense of incornpetence or 
insecurity about one's performance (b) a disillusionment due 
to client attitudes which are not always motivated by 
gratitude (c) decreased personal autonomy and self-sacrifice 
due to institutional bureaucracy with its politics, 
paperwork, and red tape (d) a boredom resulting from the 
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lack of stimulation for high achievers and (e) decreased 
peer support which is no t  always present but always 
necessary. 
Cherniss observed changes in work goals, in personal 
responsibility, in idealisrn, in emotional detachment, in 
psychological involvement in work, and in self-interest. He 
determined that by not  dealing with stress, by not making 
the necessary changes, the individual would become more 
vulnerable to burnout. 
Cherniss (1980) identifies four factors as antecedents 
of burnout: first, the institution which provides such 
experiences as orientation, heavy workloads, lack of clarity 
of goals, and leadership; second, the individual with 
her/his career orientation and with his/her private lives; 
third, the resistance within the profession itself to rof e 
change; in most cases, the causes of this resistance are 
unclear; and fourth, society influenced by (1) a decline of 
the community support systems, and (2) a weakening of 
professional credibility. 
Societal influence is further clouded by a professional 
mystique, or set of myths believed ta be true by a culture 
and by the profession itself. This mystique encompasses (a) 
a sense of competency in that the professional should feel, 
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and be, competent; (b) a sense of autonomy, which is a part 
of professional socialization; (c) a knowledge that the 
profession provides stimulation and a sense of ful£ilment; 
(d) a sense of collegiality; and (e) a client attitude that 
is one of gratitude. 
Cherniss (1980) views the concept of burnout from a 
cultural and organizational perspective. The information he 
attained is invaluable in the understanding of the 
phenornenon of burnout, its sources, and the implications for 
future research. 
Jones 
The definition of burnout proposed by Jones (1981) 
includes the concepts of physical and emotional exhaustion, 
negative job attitudes, poor professional self-concept, and 
a decrease in empathic concern. Burnout is a work-stress 
reaction with behavioural, psychological, and 
psychophysiological facets. 
Jones (1981) emphasizes that there is no empirical 
research yet identifying the causes, the consequences, or 
the cures of burnout. He developed the Staff Burnout Scale 
for Heal th Prof essionals (SBS -HP; Jones, 19 81) and compared 
his new scale to the MBI. He reported that both yielded a 
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single score but that the SBS-HP comprises four subscales 
rather than three: work dissatisfaction, psychological and 
interpersonal tension, physical illness, and unprofessional 
patient relationships. 
Jones (1981) argues that the correlates of burnout are 
categorized by three criteria: external stresses, stress 
reactions, and cognitive variables. External stressors 
include high patient-staff ratios with inherent overload, 
emotional drain, and high professional responsibility. 
Working in high trauma areas, shift work, and perceived 
family support are also determined to be external stressors. 
Stress reactions include high turnover, increased 
absenteeism and tardiness, and increased addictions to 
alcohol and drugs. Further, the quality of the care, job 
dissatisfaction, property theft, and personal illness are 
considered by Jones as manifestations of stress reactions. 
The cognitive variables are considered as mediators of 
burnout. Jones (1981) focuses on the personality component 
of the cognitive variables by using the concept of 
irrational beliefs, and the part the irrational beliefs play 
in perceptions and burnout. 
Jones (1981) 
research into the 
emphasizes 
phenornenon 
the necessity for further 
of burnout. He argues for the 
-- - 
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need of an operational definition, and a differentiation of 
the construct of Burnout from other constructs. The 
definition and differentiation could be accomplished only 
through the development of measuring inventories. Jones 
(1981) concludes that future research is essential to 
minimize burnout and its consequent rising costs. 
Meier 
In 1983, Meier presented a model of Burnout based on a 
definition in which the professional has low expectations of 
positive reinforcement and high expectations of punishment, 
has little control of these reinforcers, and has decreased 
performance cornpetence. A further key element of the model 
is a contextual processing in which environmental situations 
are influenced by the individual, by society, and by 
organizations. This interactionist approach rnaintains that 
the causes of burnout are a combination of al1 of these 
three influences and not limited to any one. In addition, 
the model provides an empirical framewoxk within which to 
develop research, and to compare Burnout to other 
constructs. 
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Golembiewski & Munzenrider 
Golembiewski and Munzenrider (19 88 ) researched the 
construct of Burnout in order: (a) to link the observed 
phenomena to the established research in order to challenge 
the theories, (b) to determine that burnout was 
phenomenally, practically and theoretically significant and 
related to health, well-being and productivity, and (c) to 
establish the importance of understanding a social 
phenornenon. 
Based on the three components of burnout (Maslach & 
Jackson, 1976), that is Emotional Exhaustion, 
Depersonalization and decreased Persona1 Accomplishment, 
Golembiewski and Munzenrider (1988) define burnout in terms 
of eight possible high versus low combinations of the three 
factors. High scores on each of these factors indicated 
high levels of burnout; low scores on each of the factors 
indicated low levels of burnout; varying cornbinations 
indicated varying levels of burnout. 
Golembiewski and Munzenrider (1988) viewed the Maslach 
Burnout Inventory (MBI) as a measure of idealized chronic 
dimensional progression. Underlying the theory is the 
following rationale: depersonalization begins as a detached 
concern or objectivity and led to rigidity. Beyond some 
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point, this depersonalization undermines the professional's 
feeling of personal accomplishment. The resulting decreased 
persona1 accomplishment has two effects: a sense of 
negativism about others produced by treating them 
objectively; and a negative self-evaluation about one's 
performance. Emotional exhaustion, the most potent 
contributor to burnout, is viewed as a recursive end product 
of continually trying harder to improve the 
depersonalization and emotional exhaustion. 
The phases in Golembiewski and Munzenriderls model 
(1988) progress £rom reported low levels of 
Depersonalization, Persona1 Accomplishrnent and Fmotional 
Exhaustion to reported high levels on each of the dimensions 
or Burnout. They argue that there are advantages to the 
phase model of Burnout including: the ability to measure 
burnout in large numbers, to classify the end of a burnout 
process , to identif y individual di£ f erences in the mid- range 
scores, and to identify particular interventions. 
The research by Golembiewski and Munzenrider (1988) 
provides key information to the understanding of burnout. 
Major contributions included: the linking of self-esteem, 
job involvement and autonomy to levels of burnout; the 
empirical determination that women are more pxone to 
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developing bumout in that they (a) serve in helping 
professions and are more likely to invest their motions in 
their work and (b) differ significantly £rom men in their 
levels of depersonalization and decreased persona1 
accomplishment (a difference not accounted for by age or 
ethnic variables) ; and las tly, the f oundation for the 
development of further models in the field of Burnout. 
In 1988, Leiter and Maslach investigated the impact of 
selected variables on the construct of Burnout. They 
determined that emotional exhaustion leads to greater 
depersonalization, which in turn leads to diminished 
personal accomplishment. Subsequently, Leiter (1988) 
reported that workers experience emotional exhaustion due to 
such work stressors as inadequate resources and excessive 
dernands. The workers cornpensate for this exhaustion by 
losing their personal commitment, devaluing their 
accomplishments and depersonalizing their clients. 
In later studies, Leiter (1991) conceptualized the 
construct of Burnout as a cognitive-emotional reaction to 
chronic stress. He argued that emotional exhaustion holds a 
central position as the precursor to the other two' 
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dimensions as postulated by Maslach and colleagues. He 
evidenced this relationship by asserting that workers not 
reporting an emotional exhaustion but exhibiting behaviours 
that impersonalize their clients, are experiencing a job- 
related difficulty other than burnout (1991). 
Subsequently Leiter (1993) revised the mode1 of Burnout 
such that Emotional Exhaustion led to Depersonalization. 
However, Emotional Exhaustion and Persona1 Accomplishment 
developed in a parallel fashion. 
In addition, Leiter differentiated Burnout from such 
other constructs as Occupational Stress (Cox, Kuk & Leiter, 
1993) and Depression (Leiter & D U ~ P ,  1994) . He contended 
that differentiating a measure of burnout from those 
rneasures of similar concepts or syndromes is necessary to 
develop the construct and evaluate its validity. 
The research by Leiter has increased the understanding 
of the construct of Burnout. In differentiating between 
concepts and by evaluating and developing models, Leiter has 
identified key information in the field of Burnout. 
Much of the research that followed Freudenbergerts 
introduction of the term burnout has been of an anecdotal 
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nature. Of the few studies that are empirically-based, most 
are riddled with methodological limitations. According to 
Golembiewski and Munzenrider (19 88) burnout research has (a) 
been episodic and ambiguous; (b) portrayed burnout as an 
acute phenornenon that ignored the chronicity factor; (c) 
failed to recognize the organizational component; and (d) 
focused on outcomes rather than antecedents. Research 
beginning with, and building on the seminal work of Maslach 
and colleagues, has continued to refine and redefine the 
multidimensional nature of burnout. Nonetheless, the 
limitations and problems associated with this area of 
research persist. We turn now to a summary of these 
limitations. 
Limitations Of Previous Research Related To Burnout 
From a review of the literature, it is evident that 
there are numerous limitations in the area of burnout 
research (Einsiedel and Tully, 1981). These limitations can 




The limitations encountered in the empirical literature 
on the construct of Burnout £rom an analytical perspective 
focus on £ive issues: the nature of the research, concept 
interrelations, diversity of perspectives, levels of 
analysis and the research attitude. 
Nature of the research. As previously noted, the 
research on burnout has been mainly anecdotal in nature. 
MacNeill (1981) stated that there is a lack of accuracy in 
design and research methodology. For example, although 
burnout was first identified as a discernible phenomenon in 
1974, it was not until Maslach (1981) organized her 
qualitative data into an inventory that it was 
quantitatively assessed. 
According to Meier (1984), there is a great deal of 
information on burnout, but still very little empirical 
validation of propositions, suppositions, and assurnptions. 
The research community pays scant attention to the concept 
of Burnout despite the consequences of burnout for an 
overwhelming nurnber of professionals. What is needed is more 
empirical research (Meier, 1984) . 
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Concept interrelations. Research has failed to 
acknowledge the nature and extent of t he  relations between 
Burnout and other constructs. For example, MacNeill (1981) 
declared that the descriptions of burnout are similar to the 
empirical data on occupational stress. He maintains that 
the theory and possible methodology of measurement already 
exist in the occupational stress literature and that bumout 
is actually a form of this stress. 
On the other hand MacNeill 
field of occupational stress is 
could contribute to the pool of 
Burnout could be validated as a 
redundant construct through the 
(1981) asserted that the 
rich in empirical data that 
knowledge on burnout . 
unique, rather than a 
clear delineation of 
relations between Occupational Stress and Burnout. 
Other experts dif ferentiate between Burnout and such 
constructs as Job Alienation (Pines -et al., 1981) , Fatigue 
(Cherniss, 1980; Pines et al., 1981) Occupational Stress 
(Cox et al., 1993) and Depression (Firth, McIntee, McKeown & 
Britton, 1986 and 1987; Glass, McKnight, & Vladimarsdottir, 
1993; Leiter & Durup, 1993; Meier, 1984; Pines et al., 
1981) 2 .  
with 
Diversity of perspectives. The literature flourishes 





is studied. Kamis (1981), Maslach (1981), and 
and White (1982) each developed their own theory of 
Kamis (1981) utilize an epidemiological rnethodology to 
define and study burnout. By defining epidemiology as the 
study of the distribution of phenornena in specific 
populations and of the variables in the development and 
continuance of these phenornena, Kamis (1981) concludes that 
this perspective could detennine causal, predictive, and 
risk-factor indicators of the phenomenon of burnoilt. 
Carroll and White (1982) analyze Burnout by applying an 
ecological model based on two key factors - the person and 
the environment. According to the model, the person is 
surrounded by a set of environmental systems including: the 
microsysteîn or the smallest unit of society (Le. the 
office); the mesosystem or the institution with several 
srnafler work units; the exosystem or community and family 
that impact on the individual; and finally, the macrosystem 
or the culture or world. Each system is unique, dynamic, 
and interacts with the other systems. This model also 
describes the relations and the impact of person-environment 
on Burnout. 
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Maslach (1981) uses socio-psychological analyses in her 
study of Burnout. She believes that the decline of 
community and family increases the reliance on institutions 
for help. This increased demand for support results in 
larger institutions with more specialized staff, and 
unfortunately, more inherent organizational stress placed on 
the professional. Burnout is the consequence of this 
progression of events of increased stress and the 
individual's response to it. 
Each of these theorists explains burnout from their 
differing perspectives. However, the multitude of 
perspectives regarding the structure of Burnout confounds 
the issue of clarity and parsimony in the determination of a 
universal or standard definition of burnout. 
Level of analysis. Heifetz and Bersani (1983) asserted 
that a major difficulty in burnout research was the 
multitude of differing levels of analyses including: (1) 
operational definitions, or negative outcomes, or predictive 
values ; (2) models of individual versus organizational 
concepts (Einsiedel & Tully, 1981) ; and (3) combinations of 
various levels within one study [ e . g . ,  the individual 
concerned with stress and burnout, and the organization with 
absenteeism, turnover, and job performance (Shinn, 1982) 1 . 
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Research is conducted by sociologists on one level and 
by psychologists on another level, but both groups are 
concerned with job satisfaction and job strain. Concepts are 
related to Burnout but are analyzed on varying, and not 
necessarily comparable levels. 
Research attitude. Most studies on burnout are 
necessarily negative in nature because of the negative 
sequelae and impact on the individual and the environment. 
The studies focusing on the positive side of stress are 
studies from a preventative and not £rom a determinant 
perspective. 
Summary. Problems encountered in the investigation of 
the construct of Burnout, from an analytical perspective, 
can be categorized as the nature of the research, concept 
interrelations, diversity of perspectives, levels of 
analysis and the research attitude. This set of 
difficulties is only one of the cited limitations in Burnout 
research. 
Definitional Limitations 
The next category of limitations is one of definition. 
Definitions are neither true nor false, only more or less 
useful (Berger, 1969). The choice of a definition is 
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actually a matter of taste. According to Berger (1969) , 
there are three alternatives in choosing a definition: (a) a 
functional definition which permits a more unambiguous line 
of analysis, (b) a definition used in substantive research 
to determine what is relevant or not, and (c) a constant in 
al1 fields of analysis. If there is a discrepancy, it is 
necessary to consider utility. 
Substantive research can only proceed within a £rame of 
reference that defines relevance in tems of research 
(Berger, 1969). In order to develop a theory of burnout 
that can be applied in varying occupations to determine 
antecedents and consequent possible interventions, an 
integration of the existing knowledge and a verified, 
standard definition is needed. Einsiedel and Tully (1981) 
found that the empirical research on Burnout lacked a 
standard definition, thereby rendering validation and 
generalizability to be problernatic. Frorn the perspective of 
definition, there are four categories of i s s u e s :  variety, 
meaningfulness, foundation (the Medical Model) and 
assumptions . 
Variety of definitions. Burnout has been defined in 
tems of a process with stages (Farber, 1983; Veninga, 
1981), as an end product (Cherniss, 1980a, 1980b.; Edelwich & 
Brodsky , 
syndrome 
1980; Maslach, 1981; Pines & Kafry, 1981) and as a 
with a multitude of symptoms (Freudenberger, 1975) . 
Based on their definitions, each of these researchers 
developed their own theories, models, and measurement tools. 
What remains to be accomplished is a standardization of 
definition required as a basis for collective research. 
Meaningfulness of definition. Freudenberger (1983) 
asserted that researchers tend to be inflexible in their 
thinking when there is no clear body of knowledge. With 
this in mind, Freudenberger (19 83 ) identif ied two 
definitional problems. First, the tem burnout had tended 
to become less meaningful by overextension and overusage. 
The term had become a cliché, a panacea for the ills of a 
profession or of a society. Freudenberger concluded that to 
increase the effectiveness of research into the concept of 
Burnout, such disciplines as sociology, political science, 
and business administration needed to provide input. The 
second definitional issue for Freudenberger (1983) involved 
the Medical Model. 
Foundation (the Medical Model). Freudenberger (1983) 
asserted that burnout had been defined within the medical 
model which has its roots in pathology. Inherent in the 
medical model is the use of disease, and its signs and 
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symptoms. By basing a theoretical model on a system of 
rnaladaptive behaviours, researchers limits the possibilities 
and applications of the model. This pathological 
perspective of burnout biases any data obtained and limited 
data .applicability. 
According to Freudenberger (19 83) , a rnodel of Burnout 
should be viewed in terms of social systems, values, and 
processes. He reasons that a number of changes within 
society including the feminist movement, the decline of 
family and community, and a large disparity in religious 
beliefs, has culminated in an increase in an individual's 
vulnerability to burnout. Freudenberger (1983)concluded that 
this vulnerability must be studied from the perspective of 
the social milieu in which it g rew .  
Definitional assumptions. Inherent in each of the 
definitions of burnout proposed by yarious researchers are 
assumptions based on individual and differing theories. For 
- example, Kamis (1981) in defining her model, lists the 
assumptions underlying the model as related to content and 
concepts ( i e .  identification of predisposing, 
precipitating and perpetuating determinants), and 
measurement and methodology (presented model is one of 
causality). These~assumptions are particular to her model 
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alone, 
Summary. Although assumptions must be thoroughly 
explained in order to avoid problems with replication, 
generalizability, and validity, this is not always 
accornplished. Ultimately, there is only one universal, 
underlying assumption in the theory of burnout - that it 
must be preceded by cornmitment (Farber, 1983; Heifetz and 
Bersani, 1983) , 
Psychometric Limitations 
At least two psychometric limitations associated with 
burnout research have been proposed. The first is the 
nature of the study and the second is the variety of 
assessrnent tools. 
The Nature of the study. Einsiedel and Tully (1981) 
believed that longitudinal studies are more appropriate in 
the study of Burnout. Burnout is not an imrnediate reaction 
to causal factors. Rather, it is a chain of incidents, 
spread over a length of time which Vary according to the 
individual and the circumstances. Burnout, according to 
their understanding, is a-chronic, insidious, and pervasive 
phenomenon. Because of the temporal factor in the 
development of burnout, longitudinal studies therefore 
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provide more relevant information on the systematic process. 
Unfortunately, a cross-sectional format has been utilized 
by the majority of researchers. 
The Nature of the measurernent. Until 1976 there were 
few assessment tools to evaluate Burnout. The number of such 
tools has increased but there was still an ongoing need for 
psychometric validity of the inventories, and of the 
construct of Burnout itself. Three of the tools, the 
Maslach Burnout Inventory, the Staff Burnout Scale, and the 
Burnout Measure (formerly the Tedium Measure), are still the 
most comprehensive and better validated of the growing list. 
However, the tools have inherent problems. First, each 
is a self-report questionnaire which assumes that the 
respondent is accurately evaluating their own present 
situation and condition, and is not unduly influenced by 
unrelated factors. And second, even though the inventories 
measure a common concept, there are definitional differences 
and consequently, differences on the measured factors. 
Summary. A solution to the psychometric problems in 
burnout research is necessary. Research replicability, 
generalizability and validity, cannot be accomplished 
without a clear idea of the construct in question. A 
universal definition and s o l i d  psychometric properties of 
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the construct of Burnout are essential. 
Conclusion 
- - - - - -- 
Although there continue to be many limitations 
associated with Burnout research, one of the rnost serious is 
the lack of a clear and universally-accepted definition of 
the construct itself. Many definitions exist, but each is 
specific to a particular theoretical perspective. What is 
needed now is a universally-accepted definition of burnout 
or a construct validation study that investigates the 
nomological network of Burnout. More specifically, this 
area of research demands a knowledge of which variables 
impact on the multidimensional construct of Burnout (Le., 
between-network relations) and the extent to which the three 
facets of Burnout impact on each other (within-network 
relations). The most meaningful approach to such construct 
validation, is to study the process within the framework of 
a particular profession. As noted earlier, the present 
thesis studies the process within the framework of the 
nursing profession. 
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Construct Validation of Burnout 
validation refers to the scientific validation of tests and 
measures as indices of postulated attributes (Bentler, 
1978). Construct validation is the interplay of the 
complementary processes of theory construction and test 
development (Byrne, 1989)- Thus construct validity entails 
two methods of inquiry: validation of a construct, and 
validation of a measuring instrument. In construct 
validation, confirmation is needed in support of 
hypothesized construct relations among (a) the facets of the 
construct (within-network relations), and (b) other 
constructs that are known to be theoretically linked to the 
construct under study (between-network relations), in order 
to establish a theoretical network or nomological network of 
the hypothesized construct (Byrne, 1989). 
Construct validation of a measuring instrument seeks 
evidence that the instrument indeed measures the traits it 
purports to measure, For example, subscales of an 
instrument demonstrate construct validity if they exhibit a 
factor structure consistent with the underlying theory 
(Byrne, 1989). 
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The connection between construct validation and causal 
modeling was first elucidated by Bentler (1978) who declared 
that construct validity of a theory refers to the empirical 
adequacy of a causal model, evaluated on relevant data by 
appropriate statistical methods. In other words, a theory 
can be validated through the use of causal modeling 
procedures, Because the methodology associated with this 
analytical approach demands that the researcher postulate 
both between- and within-network relations a priori, the 
specified rnodel is grounded in theory. This view of 
construct validity extends the definition of Cronbach and 
Meehl (1955) by focusing on the validation of a theory by 
testing its nornological network of construct relations. 
Limitations associated with burnout research 
necessitate studies of its construct validity. Implicit in 
the conduct of between-network research is the specification 
and testing of causal linkages among the related constructs. 
The intent of this thesis is to investigate burnout in the 
nursing profession by exploring the causal linkages among 
salient variables as they impact on the construct of 
Burnout . 
Structural equation modeling procedures which furnish a 
statistically and theoretically-sound method for evaluating 
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causal effects from nonexperimental data (Bentler, 1978; 
Bentler & Woodward, 1979) were ernployed in the thesis. The 
technique of structural equation rnodeling cannot prove 
causality but does assist in the choice of relevant causal 
hypotheses by eliminating those not supported by empirical 
evidence (Bentler, 1978). Although, admittedly, a 
longitudinal study of the Burnout construct would yield more 
rigorous findings (Leiter, 1993; Schaufeli, Maslach & Marek, 
1993). practical constraints of tirne and money necessarily 
limited the design to a cross-sectional study. 
In the present study causal rnodeling procedures are 
used to investigate the construct validation of Burnout as 
it relates to the nursing profession. Based on a review of 
substantive research concerned with burnout among nurses, 
and psychometric research concerned with the validation of a 
three-factor structure of Burnout as defined by Maslach and 
colleagues (1976), a mode1 of the nomological network is 
. proposed and tested. The decision to use the theory of 
Maslach and Jackson (1976) and thus utilize the Maslach 
Burnout Inventory (1981) was based on the fact that (a) the 
theory of Maslach and Jackson is the foundation of many 
other theorists' conceptions of Burnout including Pines, 
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Meier, Golembiewski and Munzenrider, and Leiter, (b) the 
Maslach Burnout Inventory was the first inventory designed 
to measure Burnout, and (c) the MBI is the most widely used 
burnout measure and is thus well validated across numerous 
and varied samples. We turn now to the hypothesized model of 
Burnout structure as it bears on the nursing profession. 
Hypothesized Mode1 of the Structure of Burnout 
Nursing is one of the careers identified as being at 
high risk for the phenomenon of burnout (Maslach & Jackson, 
1986). Inherent in the work nurses perfom, are many of the 
antecedents for burnout (Buunk & Schaufeli, 1993). 
Following a thorough review of the empirical research (Blau, 
1993; Greenhaus & Parasuraman, 1986; Lee 6; Ashford, 1996; 
Morrow, Mullen & McElroy, 1990; Swanson, 1992; Watkins & 
Mezydlo, 19951, salient variables were selected for 
inclusion in the proposed model of Burnout; selection was 
based on the following criteria: (a) the frequency of 
variable utilization, (b) 'the association between variables 
be at a moderate level, (c) the identification of the 
variables reported by nurses as those having an important 
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impact on their quality of worklife, and (d) the research 
findings being based on previous studies of burnout among 
nurses. It is important to note that for pragmatic reasons, 
three particular variables were not considered in model 
specifications. These were Coping Styles, (Blau et al., 
1993; Boyle, Grap, Younger & Thornby, 1991; Duquette, 
Kerouac, Sandhu & Beaudat, 1994; Greenhauss & Parasuraman, 
1986; Leiter, 1991, 1992; Lewis & Robinson, 1992; Swanson, 
1992;), Support (Attridge & Callahan, 1989; Constable & 
Russell, 1986; Buunk & Schaufeli, 1993; Eisenberger, 
Huntington, Hutchison & Sowa, 1986; Ganster, Fusilier & 
Mayes, 1986; Kaufmann & Beehr, 1986; Lee & Ashford, 1996; 
Robinson, Roth, Keim, Levenson, Flentje iS Bashor, 1991; 
Stechmiller & Yarandi, 1993; Boyle, Popkess-Vawter and 
Taunton, 1996; Winnubst, 1993) and Depression (Frone, Marcia 
& Cooper, 1995). 
Overall, the review of empirical literature revealed 
personal and organizational variables to be the primary 
contributing factors in the determination of burnout for 
nurses. The hypothesized model summarizes this proposed 




As depicted in Figure 1, salient persona1 variables 
selected are: External Locus of Control, Job Satisfaction, 
Professional Identity, Femininity, and Self-esteem. The 
arrows in Figure 1 depict an impact of one variable on 
another. The signs indicate the nature of that impact 
(e.g., a plus sign indicates that as Professional Identity 
increases, Job Satisfaction increases; and a negative sign 
indicates that as Job Satisfaction increases, Ernotional 
Exhaus t ion decreases) . 
Locus of Control is a perception of one's control over 
life's events (Rotter, 1966) . Job Satisfaction is an 
interna1 indicator of correspondence representing the 
individual's appraisal of the extent to which the work 
environment fulfils her requirements (Dawis and Lofquist, 
1982) . Professional Identity is the degree to which the 
nurse identifies psychologically with work, or is the 
importance of work in relation to the individual's total 
self - image (Lodahl and Kejner, 19 65) . Femininity def ines 
the personality that typically exhibits the characteristics 
of female stereotypes (Spence & Helmreich, 1978) . Self- 
esteem is the' persona1 
expressed in attitudes 
subjective evaluation of worthiness 
to the self and havFng such external 
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indices as behaviour (Coopersmith, 19 67 ) . 
Within the hypothesized network, the postulated causal 
influences signified by the arrows are as follows: External 
Locus of Control impacts negatively on Job Satisfaction and 
Self-esteem, and positively on Depersonalization; 
Professional Identity impacts positively on Job Satisfaction 
and Self-esteem, and negatively on Emotional Exhaustion; 
Self-esteem impacts positively on Job Satisfaction and 
negatively on Emotional Exhaustion; Femininity impacts 
negatively on Emotional Exhaustion and Depersonalization, 
and positively on Persona1 Accomplishment; Job Satisfaction 
impacts negatively on Emotional Exhaustion. 
The organizational variables considered salient are 
Workload, Role Conf lict , Role Ambigui ty, and Autonomy . 
Workload involves job cornplexity and demands (Farber, 1983). 
Role Conflict is the dichotomous situation of conflicting, 
competing demands (Kahn, 1973; Kahn et al., 1964). Role 
Ambiguity is the experience of unclear goals, status, and 
accountability (Farber, 1983). Autonomy is independent, 
self-directed thought and action in the job (Cherniss, 
1580). 
Within the hypothesized network the postulated causal 
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influences of the organizational variables signified by the 
arrows are as follows: Workload impacts positively on 
Emotional Exhaustion and negatively on Job Satisfaction 
( L e , ,  as the workload increases, Emotional Exhaustion 
increases and Job Satisfaction decreases); Role Ambiguity 
and Role Conflict impact negatively on Job Satisfaction and 
positively on Emotional Exhaustion; Autonorny impacts 
positively on Job Satisfaction and Self-esteem, and 
negatively on Emotional Exhaustion. 
A review of the substantive literature wherein each of 
the variables has been linked to the nursing profession, is 
now presented. 
Personal Variables 
Locus of Control. Rotter (1966) defined locus of 
control as the person's perception of control over their 
world. People who have an interna1 orientation assume 
responsibility for their lives while those with an external 
orientation tend to feel they are lacking control over their 
lives and assume little responsibility for what happens to 
Studies demonstrate nurses with an external orientation 
posit that outcornes are either the result of othersg 
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actions, or the result of luck. In a nursing population, 
locus of control has been linked to such factors as autonomy 
and decision-making abilities (Alexander, Weisman & Chase, 
1982) . 
Storms and Spector (1987) stated that nurses with 
external locus of control are more likely than interna1 
people to respond to frustration with counter productive 
behaviour. Research indicates that nurses classed as 
"externals" have a greater alienation £rom their job and 
from themselves, and have increased levels of stress and 
burnout (Dailey, Ickinger & Coote, 1986; Keane, Ducette & 
Adler, 1985; Topf, 1989). 
Job Satisfaction. Although the literâture provides a 
variety of definitions of job satisfaction, the underlying 
concepts of the various definitions postulate that it is a 
positive emotional state ensuing £rom the appraisal of one's 
job, a perception that the job fulfils one's important job 
values (Locke, 1984). Job Satisfaction is a complex and 
well-researched construct as confirmed by the many studies 
on Job Satisfaction and ntimerous other variables (Blegen, 
1993) . 
Loher, Noe, Moeller & Fitzgerald (1985) 
relationship between job characteristics and 
examined the 
satisfaction 
and concluded that the more complex and enriched a job is 
(as is nursing), the more likely the person in that job will 
have a high need for persona1 growth. Dolan (1987) 
demonstrated that job dissatisfaction is a reliable 
indicator of burnout . 
In a cornparison of general staff nurses and Intensive 
Care Unit ( K U )  nurses, both samples reported job 
satisfaction (Maloney, 1982). Interestingly Trait Anxiety 
scores of general staff and ICU nurses have been found by 
Wallace-Barnhill (1981) to be low in ICU nurses (cited in 
Hart, 1987) , and higher in non- ICU nurses (Maloney, 1982) . 
Researchers have linked Job Satisfaction to other 
variables including: Control of the environment (Le., Locus 
of Control) (Tetrick and LaRocco, 1987) ; Autonomy (Cavanagh, 
1992; Jamal, 1990; Loher, Noe, Moeller and Fitzgerald, 1985; 
Stamps & Piedmont, 1986); and Role Conflict which negatively 
correlates with Job Satisfaction (Chacko & Wong, 1984; 
Klenke-Harnel & Mathieu, 1990; Mitchell, 1989; Tetrick & 
LaRocco, 1987) . 
According to Ashley (cited in Stamps & Piedmont, 1986) , 
socially-determined sex-roles play a part in work 
satisfaction. In working with nurses, Landeweerd & Boumans 
(1988) demonstrated that high Job Satisfaction is related to 
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interna1 Work Motivation and meaningfulness. In a meta- 
analysis of Job Satisfaction as it related to the nursing 
profession based on 48 studies that involved a total of 
15,048 nurses, Blegen (1993) determined that Job 
Satisfaction is most strongly related to Stress and 
Cornitment, less stxongly with Autonomy and Locus of 
Control, and least strongly with Professionalization. 
Kovner, Hendrickson, Knickerman and Finkler (1994 ) reported 
that renumeration, an extrinsic reward, ranks as the primary 
consideration in a definition of Satisfaction, followed by 
Autonomy and Professional Status. 
Professional Identity. Professional Identity, a 
concept developed in the present study, was first 
conceptualized as Job Involvement in 1965 by Lodahl and 
Kejner who developed an inventory to measure the concept 
(JIS ; 1965) . According to their concept (Lodahl & Kejner, 
1965) , job involvement is the degree to which an individual 
identifies psychologically with work, is the internalization 
of the values regarding the goodness and the importance of 
work, and is the ease with which the prof essional can be 
further socialized by the organization. Job involvement is 
the end product of cultural, professional and organizational 
socialization processes to the extent that the importance of 
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work becomes reflected in one's overall perception of self. 
Job involvement is the degree to which the person's 
performance affects her or his self-esteem. It is resistant 
to environmental change due to the nature of the job and is 
relatively stable over time. Job involvement is associated 
with traits of high achievement desire, mobility, drive, 
activity and aggression. Lodahl and Kejner (1965) noted that 
the main determinant of job involvement is a value 
orientation toward work that is learned through 
socialization. In this present thesis, the concept of Job 
Involvement was expanded to include the sense of values and 
ethics specific to the nursing profession and was renamed 
Professional Identity. 
Lei ter (199 1) contends that values indoctrinated during 
professional socialization such as valuing and cornmitting to 
patients, are at odds with the Burnout dimension of 
Depersonalization. In other words, Job Involvement or 
Professional Identity is inversely related to 
Depersonalization. 
Other researchers link Job Involvement, or Professional 
Identity, to Burnout. For example, Runyon (1973) reported 
that Job Involvement is largely a function of the Locus of 
Control dimension. People with an ~xternal Locus of Control 
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have low Job Involvement (Evans, cited in Hall & Mansfield, 
1971). 
In their study, Lodahl and Kejner (1965) found that 
nurses with higher Job Involvement (Professional Identity) 
report higher levels of Job Satisfaction. In additional 
studies, Shoham-Yakubovich, Carmel, Zivanger and Zaltoman 
(1989) found that for nurses, Professional Self-image is 
positively related to Autonomy and Job Satisfaction; Jarnal 
(1984) asserted that Professional and Organizational 
Commitment moderates stress and performance. 
~emininit~~. In 1972 Bardwick and Douvan summarized 
characteristics of sex-role stereotypes such that wornen, 
socialized in different ways to be warmth-expressive 
(Bardwick iS Douvan, 1972; Gilligan, 19821, are described as 
dependent, passive, nonaggressive, noncompetitive, having an 
inner orientation, supportive, empathic, sensitive and 
nurturing; in contrast men are independent, aggressive, 
assertive, having an outward orientation, rational and self- 
confident. 
A review of 48 studies which explored nurses' 
personalities concluded that nurses as a group share such 
characteristics 
and have little 
as nurturance, submission, and dependence, 
dominance, leadership, and autonomy 
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(Muhlenkamp & Parsons, 1972) . Experts argue that the image 
of nurses is one of a traditional, stereotypic nature and 
confirm this image by citing nursing theorists who interpret 
nursing behaviours as those typical of an oppressed group 
(Attridge, 1996; Attridge & Callaghan, 1989; Bowman, 1993; 
Hatcher & Spence Laschinger, 1996; Martin, 1990; Stamps & 
Piedmont, 1986) of low social status (Chemiss, 1993). 
VanYperen, Buunk and Schaufeli (1992) , have shown that 
nurses described as - low in communal orientation are prone to 
burnout. Communal Orientation refers to the stereotypically- 
feminine trait of a desire for reciprocity of benefits in 
relationships with patients and a motivation to help in 
response to the needs of, and out of a concern for others. 
In other words, nurses who are altruistic and who are 
responsive to needs of others (i.e., are ferninine), do not 
develop depersonalization (VanYperen. et al., 1992) 
The noted studies, however, are ground-breaking. 
. Little research other than those studies cited has been 
conducted on nurses, and even less, if any, burnout research 
has been conducted using the personality variable of 
Self-esteem. Rosenberg (1965) focused his research on 
the dynamics of self-image during the developmental years of 
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adolescence. For Rosenberg, self-esteem is an evaluative 
attitude, a global property of personality and the summation 
of evaluations of self in diverse domains. Perçons with low 
self-esteem have more neurotic tendencies, have gxeater 
difficulty with social interactions, and have lower 
aspirations and expectations for success based on negative 
evaluations and the availability of supportive reference 
groups than did persons with high self-esteem (Rosenberg, 
1965). 
In addition, research indicates that underlying 
processes in self-esteem include a sense of cornpetence 
(Rosenberg, 1965) ; a competency motivation (White, 1959) ; an 
affiliation and a task success; power and worth; and a 
mastery of the environment (Woodworth, 1958) . These 
processes link Self-esteem to other concepts as they impact 
on Burnout, 
Research indicates that there are links between Self- 
esteem and variables in the present study, for example, 
reactions to stressful environments. Self-esteem is a 
component of self-regulation, the extent to which the self- 
system is maintained under strain (Ziller, 1969, cited in 
Wells & Marwell, 1976). In other words, self-esteem is the 
capacity to react to environmental stress. Low Self-esteem 
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correlates with shyness, guardedness, ri-gid con£ ormity to 
values and increased authoritaxianism and self-derogation 
(Rosenberg, 1965) . In addition, it is a believed that the 
relation between Self -esteem and Adjustment, and between 
Self-esteem and Tolerance for Ambiguity, is curvilinear 
(Stewart, 1968) . 
According to Coopersmith (1967) , there is an positive 
association between Autonomy and Self-esteem. Persons with 
high self-esteem are more likely to be assertive and 
independent than persons with low self-esteem. 
There are few studies that have focused on Self-esteem 
as it relates to nurses. In 1975, Manuel and Kirnoski 
explored Self-esteem and its moderating capacity in female 
nurses and determined that the rnost important factor in 
Self-esteem for nurses is Job Complexity. Further, evidence 
was found for Self-esteem as a moderator in the relationship 
between Performance and Satisfaction. Mossholder, Bedeian 
and Armenakis (1982) discovered that Group Interactions have 
a greater impact on Job Performance and Job Strain in nurses 
with low, rather than high Self -esteem. In the same study, 
subjects with low Self-esteem were found to be more 
dependent on peers for Task Support than subjects with high 
Self-esteem. In their study Christensen, Lee and ~ u g g  
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(1979), concluded that there is a negative relationship 
between External Locus of Control and Self-appraisal. Burke 
(1982) , in his study of 136 nurses, determined that nurses 
with more Self-esteem and Interna1 Locus of Control are more 
active and satisfied with their jobs than nurses with low 
Self -esteem. 
Other studies have described nurses in terms of an oppressed 
group having low Self -esteem (Roberts, 1983) , and have 
indicated that female nurses feel inferior and must work to 
maintain the status qùo in hospital ~rganizations (Bullough 
& Bullough, 1975; Campbell-Heider 6c Pollock, 1987; Tellis- 
Nayak & Tellis-Nayak, 1984). 
Consistent with the review of the literature, the 
present study of nurses hypothesizes the persona1 variables 
of External Locus of Control, Job Satisfaction, Professional 
Identity, Fernininity and Self-esteem to impact on Burnout, 
We turn now to a discussion of the organizational variables 
in the hypothesized mode1 of burnout (see Figure 1) . 
organizational Variables 
The extensive literature review to determine the 
salient organizational variables utilized the same criteria 
for inclusion as did the determination of the personal 
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variables: that is (a) the frequency of variable 
utilization, (b) the association between variables be at a 
moderate level, (c) the identification of the variables 
reported by nurses as those having an important impact on 
their quality of worklife, and (d) the research findings 
being based on previous studies of burnout among nurses. In 
reference to organizational variables, the criterion of the 
identification of the variable by nurses as those having the 
greatest impact on the quality of their worklife (Baumgart & 
Larsen, 1992; Kramer & Schamlenberg, 1988; Kiely et al., 
1992  ; Meltz & Marzetti, 1988; Ontario Nurses1 Association, 
1988; Ontario Ministry of Health, 1988, 1990; Parkin, 1995; 
Skelton-Green, 1996; Stamps & Piedmonte, 1986), was 
considered to be the most important. It should be noted 
that other organizational variables that impact on Burnout 
were not considered by nurses to be as important for the 
nursing profession but still relevant for other professions 
(e. g . , physical properties in the environment; availabili ty 
of extrinsic rewards such as pay and security; interna1 
rewards such as collegiality; promotion; professional 
development; evaluation processes; monotony; supervisor 
support; and shift work) . Those organizational variables 
included in the present thesis are Workload,  oie Conflict, 
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Role Ambiguity and Autonomy. We turn now to a discussion of 
these variables. 
Workload. Work has both a qualitative and a 
quantitative component (Farber, 1983: French & Caplan, 
1973). Qualitative overload refers to job complexity or 
those tasks which are perceived as too difficult to complete 
satisfactorily. The quantitative overload component refers 
to having too many demands and too little time in which to 
meet them adequately. Research indicates that Work Overload 
contributes to Job Stress (French & Caplan, 1973). 
Studies have linked Burnout in nurses and Workload 
(i-e., Overload). Pagel and Wittman (1986) reported that 
patient-care load and overtime for nurses predicts burnout. 
Further predictors of Burnout in the nursing profession 
include Overload and Pexçonality Hardiness (McCranie, 
Lambert & Lambert, 1987) ; and Role Ambiguity and Overload 
(Heirn, 1991) . Kiely, Ursell & Blyton (1992) demonstrated 
that nurses workloads are a major source of job stress. 
Role Conflict. Role Conflict is the occurrence of two 
or more contradictory demands (Kahn, 1973; Kahn et al., 
1964). It is the conflict between the employeesl demands and 
expectations and the ernployerts demands and expectations 
(Ivancevich and Matteson, 1980). 
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Studies have reported that Role Conflict is positively 
related to Ernotional Strain and negatively related to 
Satisfaction (Jackson, 1983; Kahn et al., 1964; Organ & 
Greene, 1974). In addition, there is an interaction effect 
on individual Performance between Conflict, and Education 
and Leadership (Vredenburgh & Trinkhaus , 19 83 ) . 
Bedeian, Mossholder & Armenakis (1983) have shown that 
nurses who demonstrate a propensity to leave, report 
Supervisor and Peer Role Conflict. Further, this perceived 
Role Conflict is negatively cqrrelated with Job Satisfaction 
(Jackson, 1983; Posner & Randolph, 1979. 1980) . Dailey and 
Ickinger (1986) reported that Role Conflict is related to 
Autonomy. Robinson et al. (1991), determined that Work 
Pressures are related to Burnout for nurses. 
Role Ambiguity. Role Ambiguity is the discrepancy 
between the amount of information a-person has and the 
amount she or he needs to perfom the role adequately (Kahn, 
1973). Role ambiguity is associated with a lack of clarity 
in an employeesl rights, obligations and accountability 
(Farber, 1983). 
Ivancevich and Matteson (1986) contended that role 
ambiguity is a lack of clarity about one's role, objectives 




ambiguity in change. Studies into Role Ambiguity 
Caplan, 1970; Margolis, Kroes and Quinn, 1974 
cited in Ivancevich & Matteson, 1980), have reported that 
Role Ambiguity is related to lowered Self-esteem and 
decreased Job Satisfaction. 
Studies linking Burnout in nurses and Role Ambiguity 
include: leads to decreased Job Satisfaction and increased 
perceived Stress (Revicki and May, 1989); is a predictor of 
short- t e m  Absenteeism (Firth & Britton, 1989) ; predicts 
Career Cornitrnent (which shares some of the characteristics 
of Prof essional Identity) (Blau, 1985) ; is positively 
related to Ernotional Strain and negatively related to 
Satisfaction (Jackson, 1983 ; Posner & Randolph, 1979, 1980) ; 
and is negatively related to Autonomy (Dailey and Ickinger, 
1986; Posner & Randolph, 1979). 
Nurses in other studies have identified that some of the 
major sources of their occupational stress include 
institutions with unclear and/or conflicting goals, and 
inadequate resources (Motowidlo, Packard & Manning, 1986; 
Steers, 1981; Wry, 1985). 
Autonomy. Autonomy refers to the need to be self- 
governing, to be responsible for one's own actions. 
Friedson (1973) maintained that autonomy in an occupation is 
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an important factor in job satisfaction.- In much the same 
vein, Cherniss (1980) asserted that novices Vary in their 
perception of the degree of autonomy that they are given, 
and that at some point, al1 professionals in institutions 
face a lack of autonomy not incurred by professionals in 
private or independent practice. This lack of autonomy is a 
source of dissatisfaction and frustration. 
Autonomy, as defined by Hackman and Oldham (1976), is 
the degree to which there is freedom, independence and 
employee discretion in the job. Attridge and Callaghan 
(1989) argued that this autonomy is a critical variable in 
determining job stress. 
In 1977 Wagner, Loesch & Anderson demonstrated that for 
nurses, respect, collegiality, tasks and autonomy or 
responsibility are important factors in job satisfaction. 
Kanungo (1980) found that nurses who are highly stressed, 
show gxeater autonomy-need satisfaction than low stress 
s u b j  ects . Weisman (1982) declared that nurses perceived 
Autonomy is the greatest predictor of Job Satisfaction. 
Constable and Russell (1986) concluded that one of the major 
determinants of Burnout in nurses is low Job Enhancement, 
which included the factor of Autonomy. 
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Additional studies demonstrated that nurses identify 
the lack of autonomy and power as major sources of their 
occupational stress (Motowidlo, Packard & Manning, 1986; 
Steers, 1981; Wry, 1985) . Pincus (1986) reviewed studies of 
Job Satisfaction for nurses and found that Autonorny is an 
important factor in their Nursing Practice and a source of 
stress. In 1989, Shalom-Yakubovich et al. reported that 
during a physicians' strike, nurses expanded their roles and 
responsibilities and in doing so, their professional 
autonomy and satisfaction increased. 
In 1990, a Nursing Clinics of North America focusing on 
the dynarnics of the nursing shortage, emphasized that 
autonomy and workload are the two most important factors in 
nursing dissatisfaction (Cowling, 1990; Ferguson, 1990; 
Regan, 1990) . McCloskey (1990) reported that nurses 
experiencing low autonomy and reporting fewer relationships 
with CO-workers, express low job satisfaction. Dwyer, 
Schwartz and Fox (1992) further determined that nurses with 
a greater preference for autonorny express more job 
satisfaction than those nurses who did not have a preference 
for autonomy. Kovner et al. (1994) demonstrated that nurses 
rank autonomy and professional status as important factors 
in satisfaction. 
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With the personal variables (External Locus of Control, 
Job Satisfaction, Professional Identity, Femininity. and 
Self-esteem) and the organizational variables (Workload, 
Role Conf lict, Role Ambiguity, and Autonomy) in mind, we 
turn now to a discussion of the purpose of this present 
s tudy . 
The Purpose of the Study 
The present thesis represents a construct validation 
study designed to investigate the structure of Burnout as it 
relates to the nursing profession. Specifically, the 
purpose of the study was to validate a proposed model of the 
nomological network of Burnout. In particular. the model 
described the impact of particular persona1 and 
organizational variables on Burnout (between-network 
relations) and the impact of the three facets of Burnout on 
each other (within-network relations). The study was 
designed to test two following hypotheses. These are as 
f ollows: 
Hypothesis 1: Based on the empirical literature reviewed 
earlier, the impact of persona1 and organizational 
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variables on Burnout, as portrayed in Figure 1, is a 
valid representation of the nomological network of 
Burnout as it relates to the nursing profession as a 
whole. More specifically, it is hypothesized that: (a) 
Professional Identity, Autonomy, Role Conflict, Role 
Ambiguity and Workload will impact directly on ~urnout~ 
and on Job Satisfaction, (b) Professional Identity, 
Autonomy and Locus of Control will impact on Self-esteem 
and Burnout, (c) Self-esteem impacts directly on Job 
Satisfaction and Burnout, (d) Job Satisfaction impacts 
directly on Burnout, ( e )  Femininity impacts on Emotional 
Exhaustion, Depersonalization and Persona1 
Accomplishment, and (f) External Locus of Control 
impacts on Depersonalization. And finally, consistent 
with Leiter's theory (1991) , Emotional Exhaustion is 
shown to hold the central position in the structure of 
burnout; as such it is shown to impact on 
Depersonalization and Persona1 Acc:omplishment; 
Depersonalization is hypothesized to impact on Persona1 
Accomplishment. 
Hypothesis 11: Based on empirical findings that have shown 
reported levels of Job Satisfaction to be higher for 
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critical care nurses than for general staff nurses, it 
is hypothesized that the mode1 determined to best 
represent the data for general staff nurses, as a whole, 
will exhibit a poorer fit to the data representing the 
critical care nurses. In other words, variables in the 
nomological network of Burnout for the critical care 
nurses are hypothesized to have different impacts than 
do the variables in the nomological network of Burnout 
for the general staff nurses. For this thesis, critical 
care nurses are defined as. those nurses whose patients 
are physiologically unstable, desperately il1 with an 
acute, critical illness, and are frequently sustained by 
technologically-advanced machinery. Critical care nurses 
are able to respond quickly and intelligently to 
physiological and emotional changes in their patients 
(Clochesy, Breu, Cardin, Rudy, &- Whittaker, 1993) . 
Patients under this definition are traditionally found 
in Intensive Care, Cardiac Intensive Care, Post- 




Sam~le and Procedures 
Eligibility for participation in the study required 
that the general staff nurses be employed at tertiary care 
hospitals having at least a 450-bed capacity. The rationale 
underlying this criterion was to insure that the impact of 
the organizational variables in the models was optimum. In 
other words, the organizational structure and practices of 
hospitals having more than 450 beds are more likely to 
impact at a greater degree on burnout than hospital 
organizations with a lesser number of beds. Further, these 
larger hospitals are more likely to have various critical 
care areas with patients of higher acuity. Two Ottawa 
hospitals, the Ottawa Civic and the Ottawa General, were 
chosen due to their geographic convenience and size. The 
Toronto Hospital was chosen for its size. 
The detemination of sample size addressed t he  large 
sample-theory demands associated with the analysis of 
covariance structures which provide the analytic strategy of 
thi s s tudy (Boomsrna, 
McDonald, 1988). Due 
1982; Fornell, 1983; Marsh, Balla & 
to the necessity of the large sample 
Method 
size, al1 full-time registered nurses employed as general 
staff at the three Ontario hospitals were considered for 
inclusion in the study. Packages of questionnaires were 
distributed to the general staff nurses on the wards. The 
nurses were asked to spend approxirnately 50 minutes and 
return the completed packages to the researcher within a 
two-week time £rame, via hospital intramail, in the provided 
envelope which was addressed to the researcher. A follow-up 
letter was distributed as a reminder, three weeks after the 
initial contact, 
The packages contained a demographic sheet with six 
questions; a series of questionnaires with 114 questions; 
and a covering document outlining the intent of the study, 
the option to participate, the completion procedures and a 
statement of anonymity and confidentiality of the responses. 
Because of the number of inventories in the package and the 
variety of likert-like scales and choices of responses, each 
of the pages and each new inventory in the package began 
with a bolded version of the current scale being completed, 
The completed packages were numbered upon receipt by the 
researcher in order to facilitate data entry and validity. 
Participants in the study were thus assured of 
confidentiality and anonymity. 
Method 
A total of fifteen hundred questionnaire packages were 
distributed to the wards of three major hospitals in Ontario 
(The Toronto Hospital, The Ottawa Civic and The Ottawa 
General). Five hundred and sixty-seven of the packages were 
returned for a response rate of 37.8%. 
Of the nurses in the sample, 15% were 20 to 29 years 
old, 45% were 30 to 39 years old, 28% were 40 to 49 years 
old, and 12% were over 50 years old. Twenty-seven percent 
were single, 2% single with children, 22% married, 37% 
married with children, 3% divorced, 8% divorced with 
children, and 1% were widowed. Of the overall sample of 
nurses, 3% had less than four years continued nursing 
experience, 48% had between £ive and twelve years, 26% had 
between 13 and 20 years, and 23% had over 20 years continued 
experience. Eleven percent worked only days, 2% worked only 
evenings, 4% worked only nights and 83% worked a combination 
of shifts, including 12-hour shifts. The nurses worked in 
various areas including 53% on medical-surgical units, 37% 
in critical care areas, 4% in oncology, 2% in clinic units 
and 4% in day units. Finally, 37% of the sample was 
obtained from Toronto and 63% from Ottawa. Results of the 
demographic survey are presented in Table 1, in a percentage 
format. 
Table 1 
Results in Percentages of the Demographic Survey for the 
Full Sample of Nurses (N = 544) . 
Sex - Age (Years)  Marital Status (with Children) 
F M 21-29 30-39 40-49 <49 Single Mar.* D i x *  Widow - - 
Nursing Experience (Years) Area 
1-4 - 5-12 13 -20 - ~ 2 0  Medicine/Surgery Critical Caxe 
3 48 26 23 63 37 
Shift Hospi ta1 * * 
Days Evening Nights Combination - OCH - OGH - TTH 
Il 2 4 84 46 17 37 
Notes: *Mar. = Married; Div. = Divorced. 
**OCH is Ottawa Civic Hospital; OGH is the Ottawa 
General Hospital; and TTH is The Toronto Hospital. 
Method 
Instrumentation 
Collection data involved the completion 
demographic sheet and several measurement instruments. The 
demographic sheet asked the respondents to identify their 
sex, marital status, age, length of nursing experience, area 
of work in the hospital and what kind of shift work they 
perf ormed. 
The package of several measurement instruments 
collected data as follows: Burnout was rneasured using the 
Maslach Burnout fnventory (MBI; Maslach & Jackson, 19861, 
which measures the three components of Burnout - Emotional 
Exhaustion, Depersonalization, and decreased Persona1 
Accornplishment. Frequency of burnout symptoms are measured 
on a 7-point Likert-type scale such that high scores on the 
first two dimensions and low scores on the third dimension 
indicate Burnout. Reported subscale reliability 
coefficients estimated by Cronbachls coefficient alpha 
include 0.90 for Emotional Exhaustion, 0.79 for 
Depersonalization, and 0.76 for decreased Persona1 
Accomplishment (Iwanicki & Schwab, 1981) ; 0.88, 0.75, and 
0.77 respectively (Jackson et al., 1986); 0.90, 0.71 and 
0.79 respectively (Constable & Russell, 1986) ; 0 .go, 0.79, 
and 0.71 respectively (Maslach and Jackson, 1986); 0.86, 
Me thod 
0.63, and 0.72 respectively (Powers & Gose, 1986); 0.82, 
0.72, and 0.83 respectively (Wolpen, Burke & Greenglass, 
1991); and  an overall coefficient alpha of 0.72 (Stechrniller 
& Yarandi, 1993); and with nurses, Cronbach's alphas range 
from.0.75 to 0.91, and alphas £rom 0.65 to 0.87 (Hatcher & 
Spence Laschinger, 1996). Test-retest scores range from 0.53 
to 0.82 (Maslach and Jackson, 1981) ; 0.60 to 0.82 (Maslach 
and Jackson, 1986) ; and f rom 0.65 to 0 . 87 (Hatcher & Spence 
Laschinger) . In this present study, the Cronbach's alpha 
was 0.70. 
External Locus of Contxol was measured using the 
Internal-External Locus of Control Scale (LCS; Rotter, 
1966). The LCS is uses a 5-point Likert-type scale format. 
The LCS has been widely validated across a variety of 
populations (Lefcourt, 1976). Test-retest reliability for 
subscales has been reported as 0.65 -to 0.79 (Rotter, 1966) ; 
and 0.81 (Tadmore and Hofman, 1985). Split-half reliability 
coefficients (Spearman-Brown) have %2n reported as 0.84 
(Frost & Wilson, 1983). Alphas have been reported as 0.71 
(Sheridan & Vredenburgh, 1978) and 0.81 (Luthans, Baack 6; 
Taylor, 1987). Cronbachls coefficient alphas have been 
reported as 0.77 (Goodman & Waters, 1987) ; and for nurses as 
0.84, 0.85 and 0.88 (Dailey, I c k i n g e r  & Coote, 1986). 
Method 
Kruder-Richardson Formula 20 for reliability has been 
reported as 0.72 (Bigoness, Keef & Du Bose, 1988) . In this 
present study, the Cronbach's alpha was 0.55 for the overall 
scale, and 0.51 and 0.66 for the Interna1 and External 
scales respectively. 
Job Satisfaction was measured using the Minnesota 
Satisfaction Questionnaire (MSQ; Dawis & Lofquist, 1983). 
The short form consists of 20 items measuring concepts that 
have been reported by nurses as important features of their 
worklife [Le., Autonomy, Skill Utilization, Collegiality, 
Value, and Policies and Procedures (Attridge, 1996) 1 . The 
items are anchored in a 5-point Likert-type scale. Hoyt 
reliability coefficients for the 20 scales range from 0.97 
to 0.59 (Dawis & Lofquist, 1983) Test-retest correlation 
coefficients range £rom 0.91 to 0.66 on the scales (Dawis & 
Lofquist, 1983). Cronbach's coefficient alphas have been 
reported as 0.91 and 0.92 (Klenke-hamel & Mathieu, 1990; 
Duxbury, Armstrong, Drew & Henly, 1984) ; 0.85 (supervision) , 
0.79 (pay), 0.72 (co-workers) and 0.72 (work) and an overall 
alpha of 0.87 (Chacko & Wong. 1984). Further alpha 
coefficients for the intrinsic scale and extrinsic scale are 
0.73 and 0.81 respectively (Ivancevich, Matteson & Preston, 
1982); and 0.86 and 0.81 respectively, with an overall 
Method 
satisfaction of 0.90 (Jackson, 1983) . In this present study, 
the Cronbachrs alpha was 0.895. 
Professional Identity was measured using the Job 
Involvement Scale (JI; Lodahl & Kejner, 1965). The short 
form consists of six items with a 4-point Likert-type scale 
such that a low score equates with high Professional 
Identity, The measure has been shown to have reliability and 
validity over a nurnber of studies (Lodahl & Kejner, 1965; 
Rabinowitz & Hall, 1977; Rabinowitz, Hall & Goodale, 1977). 
The split-half correlations have been reported as 0.57 
(Lodahl & Kejner ,  1965) , and 0.72 to O. 89 (Rabinowitz fi 
Hall, 1977); correlation to the long form 20-item test was 
0.87 (Lodahl & Kejner, 1965). The Spearman-Brown reliability 
has been reported as 0.73 (Lodahl & Kejner,  1965) . 
Cronbach's coefficient alphas have been reported as 0.79 to 
0.81 (Lodahl & Kejner, 1965); as 0.83 (Rose, 1969, cited in 
Rabinowitz & Hall, 1977); as 0.81 (Lawler, Hackman & 
Kaufman, 1973, cited in Rabinowitz & Hall, 1977); as 0.73 
(Eiunyon, 1973, cited in Rabinowitz & Hall, 1977); as 0.65 
(Baba 6r Jamal, 1991) ; and as 0.48 (Lance, 1991) . Alphas 
have been reported as 0.81 (Siegel & Ruh, 1973) ; 0.79 (Gould 
& Werbel, 1983); and 0.59 (Huselid & Day, 1991). In this 
present study, the Cronbachts alpha was 0.70. 
Method 
Femininity was measured using the Australian Sex-Role 
Scale (ASRS; Antill, Cunningham, Russell & Thompson, 1981). 
The long Scale comprises 50 items on a 7-point Likert-type 
scale. Three items £rom each of the five scales 
(masculinity positive =d negative, femininity positive and 
negative, and social desirability) were chosen randomly £ r o m  
this version. Cronbachls coefficient alphas for the scales 
range from 0.78 to 0.81 for the Masculine scale and 0.69 to 
0.80 for the Feminine scale (Antill, Cunningham, Russell & 
Thompson, 1981) : 0.67 and 0.78, 0.73 and 0.63 to 0.69 for 
the Masculine and Feminine Scales respectively (Marsh, 
1987). In this present study, the Cronbachfs alpha was 0.51 
for the overall scale, and 0.42 and 0.47 for the Femininity 
and Masculinity scales respectively. 
Self-esteem was measured using the Rosenberg Self- 
esteem Scale (SES: Rosenberg, 1965) The SES comprises 10 
items using a 4-point Likert-type scale. Test-retest 
reliability of 0.62 and validity coefficients ranging from 
0.56 to 0.79 have been reported (Byrne, 1983). 
present study, the Cronbachts alpha was 0.85. 
Workload was measured using a subscale of 
Organizational Assessment Questionnaire (MOAQ: 





Likert-type scale with a reported Cronbach alpha of 0.65. In 
this present study, the Cronbachrs alpha was 0.73. 
Role Ambiguity and Role Conflict was measured using the 
Role Questionnaire (RQ: Rizzo, House, & Lirtzman, 1970). The 
RQ has a 7-point Likert-type scale with low scores on the 
Role Ambiguity subscale indicating high Role ambiguity and 
high scores on the Role Conflict subscale indicating high 
Role Conflict. Spearman-Brown interna1 reliability 
coefficients of 0.74 to 0.90 for Role Ambiguity and 0.81 to 
0.94 for Role Confiict have been reported in samples of 
hospital ernployees (Seybolt & Pavett, 1979; Bedeian, 
Armenakis and Curran, 1980; Posner & Randolph, 1980; House, 
Schuler, & Levanoni, 1983; Kemery, Mossholder & Bedeian, 
1987). Alphas have been reported as 0.71 for Role Conflict 
and 0.70 for Role Ambiguity (Bxief & Aldag, 1976); 0.84 and 
0.74 (Posner & Randolph, 1980) respectively; 0.89 and 0.79 
(Bedeian et al., 1980; 1981) respectively; 0.78 and 0.79 
(Bedeian et. al. 1983) respectively; and 0.85 and 0.81 
(Kemery et al., 1987) respectively. Cronbachis coefficient 
alphas have been reported as 0.84 (Parasuraman, Drake & 
Zammuto, 1981) and 0.61 (Tetrick 6r LaRocco, 1987) for Role 
Conflict; 0.81 for Role Conflict and 0.77 for Role Ambiguity 
(Seybolt & Pavett, 1979); 0.84 for Role Conflict'and 0.74 
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for Role Ambiguity (Randolph 6t Posner, 1981) ; 0.82 and 0.86 
(Jackson, 19 83 ) respectively; 0.82 and 0.77 (Gans ter, 
Fusilier & Mayes, 1986) respectively; 0.55 and 0.60 (Lance, 
1991) respectively; and for a nursing populations as 0.78, 
0.83 and 0.84 for Role Conflict and 0.80, 0.83 and 0.86 for 
Role Ambiguity, (Dailey & Ickinger, 1986) and 0.76 for Role 
Conflict and 0.60 for Role Ambiguity (Baba & Jamal, 1991). 
In this present study, the Cronbach's alpha was 0.60 for the 
overall scale, and 0.83 and 0.82 for the Role Ambiguity and 
Role Conf lict scales respectively. 
Autonomy was measured using the questionnaire developed 
by Beehr (1976). The questionnaire has a 4-point Likert- 
type scale. Spearman-Brown interna1 reliability coefficient 
of 0 -74 (Beehr, 1976) has been reported. In this present 
study, the Cronbach's alpha was 0.81. 
Data Analysis 
Al1 analyses were conducted based on the analysis of 
covariance structures within the framework of structural 
equation modeling using the EQS cornputer program (Bentler, 
1992). Structural equation models represent regression 
equations with less restrictive assumptions that allow 
measurernent error in both the explanatory and dependent 
Method 
variables to be evaluated. Full structural equation models 
extend (a) the factor analytic model by permitting the 
specification of both direct and indirect effects among 
variables, and (b) the path analytic rnodel through its use 
of multiple indicators of the underlying latent constructs 
(Bollen, 1989) . 
Structural equation modeling involves (a) the 
postulation of an a priori model, (b) the fitting of this 
rnodel to sample data, (c) the evaluation of parameter 
estimates, and (d) modification of the model to establish a 
valid representation of the postulated structure for the 
population of interest (Bentler, 1990) . In structural 
equation modeling, the researcher postulates a model of 
relations among particular variables a priori, and then 
tests the goodness-of-fit of the model to the sample data. 
Given findings of poor fit, the researcher may proceed in 
conducting post-hoc model-fitting procedures. As such, the 
model is respecified to include a previously omitted 
variable. It is critical to note, however, that such 
inclusion must be meaningful and theoretically grounded. 
Testing of postulated the model. A postulated model is 
grounded in theory and 
the initial model does 
empirical research. In most instances 
not fit the data adequately. This 
Method 
initial misfit, detected in part by disturbance effects, 
represents a misspecified model. This misspecification can 
be a result of an inappropriate inclusion or exclusion of a 
particular variable, or it can result from a fundamentally- 
flawed hypothesized rnodel (Bollen, 1989). 
Mode1 respecification can involve (1) theoretical and 
substantive revisions and (2) ernpirically based revisions. 
Respecification is accomplished statistically using 
goodness-of-fit indices. 
Goodness-of-fit indices. An important aspect of the 
data analyses entails the goodness-of-fit criteria to be 
used in evaluating the adequacy of model fit. The 
evaluation of model fit requires the use of several 
goodness -of - fit indices. In the present study, the goodness 
of fit indices used included the chi-square statistic ( x 2 ) ,  
the Comparative Fit Index (CFI; Bentler, 1990), the Expected 
Cross-validation Index (ECVI; Browne & Cudeck, 1989) and the 
Parsimony Index (PCFI; Mulaik, James, Van Alstine, Bennet, 
Lind & Stilwell, 1989) . 
Txaditionally, rnodel fit has been based on the Chi- 
square statistic (Byrne, 1994). However, one major problem 
with the X 2  statistic is that it is sensitive to sample 
Method 
size; the larger the sample, the greater the likelihood that 
the rnodel will be rejected, Given that structural equation 
modeling is grounded in large-sample theory, this 
sensitivity of the x2 statistic is highly problematic. In 
addressing this limitation, statisticians have developed 
alternate indices that more appropriately reflect the 
goodness-of-fit of data to the postulated model (for a 
review, see Marsh, Balla & McDonald, 1988). These indices 
are typically tenned "practicalU or "ad hocu criteria of fit 
since they reflect the degrees of covariation in the data, 
In the present thesis, the X 2  statistic was accompanied by 
these additional indices of fit as described below. 
The CF1 is a revised version of the Bentler-Bonett 
(1980) normed fit index that adjusts for degrees of freedom 
(Byrne, 1993; 1994). The CF1 is derived £rom the comparison 
of a restricted model with a nul1 model. The index ranges 
from zero to 1,00 and a psychometrically-acceptable fit to 
the data is a value greater than 0.90 (Byrne, 1993; 1994) 
The ECVI is proposed as a means to assessing, in a 
single sample, the likelihood that the model cross-validates 
across sirnilar-sized samples from the same population 
(Browne & Cudeck, 1989) . Specifically, it measures the 
Method 
discrepancy between the fitted covariance matrix in the 
analyzed sample, and the expected covariance matrix that 
would be obtained in another sample of equivalent size 
(Byrne, 1993; 1994). Application of the ECVI assumes a 
comparison of models whereby an ECVI index is computed for 
each model and then al1 ECVI values placed in rank order; 
the m o d e 1  having the smallest ECVI value exhibits the 
g r e a t e s t  potential for replication size (Byrne, 1993; 1994). 
The PCFI (Mulaik et al,, 1989) is calibrated f rom the 
CFI. This coefficient weights model parsimony against its 
use of the data in achieving goodness-of-fit (Byrne, 1994). 
The PCFI ranges between 0.0 0 and 1.0 0. 
In this present study, analyses involved the testing of 
postulated models such that given evidence of misfit, post- 
hoc analyses were conducted to identify ill-fitting 
parameters. The models were then respecified and re- 
estimated in order to establish a theoretically-sound model 
structure for each of the models (i. e. , the models for t h e  
overall sample of nurses, for general staff nurses and for 
the critical care nurses) . The analyses included (a) 
testing the factorial validity of the measuring instruments 
using confirmatory factor analysis; (b) the formation of the 
measurement model; (c) the formation of the calibration and 
Method 
validation samples in order to test for invariance across 
the two samples; (d) the formation of the structural 
component of the model; (e) the test for invariance across 
the calibration and validation samples as a means of cross- 
validation; ( £ )  the formation of a model for general staff 
nurses; and (g) the formation of a model for critical care 
nurses. We turn first to a description of these stages in 
the analyses. 
Testing the factorial validity of the measures. It is 
important to emphasize that before the validity of the 
postulated structural paths in the full model of the 
nomological network can be adequately tested, it is 
imperative to first establish that the measuring instruments 
are appropriately measuring their underlying latent 
constructs. Therefore, based on the full sample of nurses, 
confirmatory factor analysis (CFA) was used to test the 
factorial validity of the observed variables as they relate 
to each instrument, Given evidence of model 
misspecification, post-hoc analyses were conducted in order 
to establish a theoretically and substantively better- 
fitting measurement model. 
These analyses included model respecification of 
additional paths identified by the Lagrange Multiplier Test 
(LM) as those contributing most to a better-fitting model, 
in particular, some misspecified parameters, factor cross- 
loadings and correlated errors. The LM test examines 
hypotheses that bear on the statistical viability of 
specif ied restrictions in a model (Byrne, 1994) . The Oasic 
purpose of the LM test is to detemine if the specification 
of certain parameters, initially constrained to zero, would 
lead to a model that better fits the data if the parameter 
were to be freely estimated (Byrne, 1994). 
Formation of measurement model. The measurement model 
depicts the links between the latent variables and their 
observed measures, in other words the confirmatory factor 
analysis rnodel (Byrne, 1990). For each latent construct in 
the postulated model of Burnout structure (see Figure 1). 
items from the related measuring instrument were grouped to 
form multiple measurement indicators. The items were 
combined to take advantage of the correlated errors within 
each of the measuring instruments. 
This process was conducted such that the relations 
between observed variables and unobserved (i-e., latent) 
hypothetical constructs were defined by the measurement 
model (Byrne, 1994). In other words, each latent construct 
was measured by two or more indicator variables that 
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represented the observed variables. A schematic summary of 
al1 the latent constructs, together w i t h  their re la ted  
indicators variables, is shown in Figure 2 .  
Method 
Figure 2 
The indicator variables can be identified in Figure 2 by the 
rectangular boxes; as noted above, each represents a 
combination of observed item scores £rom a particular 
measuring instrument (please see Tables 6 through 9). The 
single-headed a r r o w s  leading from each factor to its 
respective box operate as regression paths that reflect the 
impact of the factor on its indicator set of item 
measurements. Finally, the single-headed arrow pointing t o  
each indicator represents measurement error associated with 
the observed indicator variables. In  the interest of 
clarity, the symbols that represent these errors [&'SI are 
not included in Figure 2. 
Formation of the calibration and validation samples. 
The full sample of nurses was split into two samples for 
purposes of cross-validation5: (1) the nurses on day units, 
clinics and medical and surgical areas and (2) the nurses in 
such critical care areas as Intensive Care, Emergency, Post 
Anesthetic Care Unit, Coronary Intensive Care and Operating 
Roorns. Each of the two groups wexe then randomly split into 
t w o ,  and each half randomly assigned to either the 
calibration or the validation subsamples. 
Formation of the structural model. Having determined a 
well-fitting measurement model, testing for the validity of 
Method 
the postulated causal paths linking the 
interest (see Figures 1 and 2) followed 
structural regression equations, termed 
constructs of 
next. The 
%tructural" paths , 
represent the regression of one latent construct upon 
another; in combination, they comprise the structural (as 
opposed to the measurement) portion of the structural 
equation model. In other words, this structural model 
defines the pattern of relations among the unobserved 
constructs. The arrows leading £rom one construct to another 
represent these structural paths. For example, Job 
Satisfaction impacts on Ernotional Exhaustion. The 
hypothesized model (Figure 2) was tested to determine the 
extent to which it rit the calibration sample data. 
Given findings of misspecification, the analyses 
including the LM test then proceeded in an exploratory, 
rather than a confirmatory mode, in order to detect areas of 
misfit in the model. Specifically, post-hoc procedures were 
conducted to establish the model fitting the data most 
appropriately, both statistically and theoretically. In a 
full model ( L e . ,  with measurement and structural 
components), the LM statistic reports (a) misspecified paths 
(i. e. , paths that are not specif ied but should be) and (b) 
misspecified covariances among disturbance tems (Byrne, 
Method 
1994). 
Once this model for the calibration sample was 
determined, nonsignificant parameters identified by the Wald 
test (W-Test) were eliminated, The Wald test determines 
whether sets of parameters specified as free in the rnodel 
could be simultaneously set to zero without substantial loss 
in model fit. More specifically, this test takes the least 
significant parameter (Le,, the parameter with the smallest 
zstatistic) and adds other parameters such that the overall 
rnultivariate test yields a set of free parameters that can 
be dropped frorn the rnodel in future runs without significant 
loss in model fit (Bentler, 1989; Byrne, 1994) . 
Invariance across the calibration and validation 
samples, The final, best-fitting structure of Burnout 
detemined from the calibration sample was then imposed on 
the validation sample to determine the adequacy of model fit 
to these data. Thus, each specified structural and 
measurement path was constrained as equal across calibration 
and validation subsamples and tested for their invariance 
across groups, Replicability was based on two criteria: 
(a) goodness-of-fit of the constrained model and (b) the 
probability level of the equality constraints (with p<.G5 
being untenable) as determined by the LM Test. 
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Formation of the model for the general staff nurses. 
Given a validated model of Burnout for the overall sample of 
nurses, this nomological structure was then tested for the 
subsample of general staff nurses (i . e. , nurses working in 
areas other than critical care) to determine the extent to 
which the model fits the data from this subgroup6. Given 
evidence of misfit in the model for general staff nurses, 
post-hoc analyses were conducted to identify Ill-fitting 
parameters. The model was then respecified and re-estimated 
with a view to establishing a theoretically-sound rnodel of 
Burnout structure for general staff nurses. 
Formation of the rnodel for the critical care nurses. 
Given a validated model of Burnout for the subsample of 
general staff nurses, this nomological structure was then 
tested for the subsample of cxitical care nurses to 
determine the extent to which the model fits the data frorn 
this smaller specialized group7. Given evidence of misf i t 
in the model for critical care nurses, post-hoc analyses was 
conducted to identify ill-fitting parameters. The model was 
then respecified and re-estimated in order to establishing a 
theoretically-sound model of Burnout structure for critical 
care nurses. 
Results of the aforementioned analyses will now be 
presented. The data analyses w i l l  be presented i n  tabular 




For the sake of clarity and for consistency with the 
stages of data analyses, results are now described in three 
phases : (1) the preliminary analyses. (2 ) the conf irmatory 
factor analyses of the measuring instruments and (3) the 
testing of the models, consisting of the full model for the 
overall sample of nurses (including the cross-validation of 
this model). the full model for the general staff and the 
full rnodel for the critical care nurses. 
Preliminary analyses 
The initial step in preliminary analyses involved data 
preparation. Initially the data was reviewed to determine 
cases with missing data. Sixteen cases with more than 5% 
missing data were eliminated (therefore N = 551). Regression 
analysis rather than mean imputation was utilized for the 
remaining cases with missing data (Bentler, 1992). 
Because it is meaningful to know the extent to which 
the nurses in the sample reported levels of burnout compared 
to previous studies, the means and standard deviations of 
the three dimensions of Burnout, that is Emotional 
Resul ts 
Exhaustion, Depersonalization and Personal Accomplishment, 
were examined and compared to the Maslach healthcare sample 
(1986) . These findings are s m a r i z e d  in Table 2. 
Resul ts 
T a b l e  2 
Summary of Means and Standard Deviations of the Three 
Dimensions of Burnout. 






(N = 1104) 
Full Sample of 23.92 14.17 
Nurses 
(N = 544) 
Subsample of 
General S ta£ f 
(N = 340) 
Subsample of 
Critical Care 
(N = 204) 
- 
Notes: Emotional Exhaustion: low is less than 19; average = 
19-26; high is more than 26 
Depersonalization: low is less than 6; average = 6-9; high 
is more than 9 
Persona1 Accomplishment: low (higher Burnout) is less than 
34; average = 34-39; high is more than 39 
M = Mean; SD = standard deviation. 
Results 
Confirmatory Factor Analyses 
Confirmatory factor analyses were conducted for each 
measuring instruments to determine that, in fact, the 
instrument measured the construct in question and did so in 
accordance with its unidimensional/multidimensional 
structure, In the process of conducting these analyses, a 
total of seven cases having multivariate-outlier scores were 
identified; they therefore were removed £rom al1 subsequent 
analyses, thereby resulting in a final sample size of 544. 
Of these full-time registered nurses, 340 represented 
general staff and 204 represented critical care. Findings 
£rom the confirmatory factor analyses of the instruments 
measuring the personal variables are presented in Table 3 




Summary of Indices of Fit of the Measurement Instruments for 
Personal Variables 
x2 df kL2 ~ d f  CF1 ECVI PCFI 
Feminini ty 
Mode1 I 205,547 9 6 ,402 - 4 2  .6 
Mode1 2 74.151 8 131.396 1 -799 -182 .533 
Mode1 3 34.266 7 39.885 1 -917 -114 .467 
Mode1 4 10.131 O 24.135 1 -987 .O73 - 4  
Locus O£ Control 
Mode1 1 141.383 34 11 -832 .329 .778 
Mode1 2 46.851 32 94,532 2 -977 .169 .711 
Self -este= 
Mode1 1 486.914 35 -773 -958 .778 
Mode1 2 456. 35 30.914 O -792 -906 -778 
Mode1 3 103.138 32 352.862 3 -965 -272 .711 
Results 
Table 3 contrd 







Mode1 1 816.891 134 ,803 1.619 .876 






- -  
Notes : X2 is chi-square; df is the degrees of freedom; A~~ is 
the difference in chi-square; Adf is the difference in 
degrees of freedom; CF1 is the Comparative Fit Index; ECVI 
is the Expected Cross Validation Index; and the PCFI is the 
Parsimony Comparative Fit Index. 
Resul ts 
Table 4 
Summary of Indices of F i t  of the Measurement Instruments for 
Organizational Variables 
Adf CF1 ECVI PCFI 









Table 4 cont'd 
x2 df M2 Adf CF1 ECVI PCFI 
Au t onomy 
Mode1 1 35.740 2 
Mode1 2 29.613 2 6.127 4 ,965 . 083 -333 
Mode1 3 6.037 1 23.276 1 ,994 .O44 -167 
Notes : X 2  is chi-square; df is the degrees of f reedom; is 
the difference in chi-square; Adf is the difference in 
degrees of freedorn; C F 1  is the Comparative Fit Index; ECVI 
is the Expected Cross Validation Index; and the PCFI is the 
Parsimony Comparative Fit Index. 
Resul ts 
The confirmatory factor analyses on the Workload measure 
indicated that the CF1 was 1.00 with no degrees of freedom 
and it, therefore, constituted a just-identified model. In 
other words, the number of data variances and covariances 
equalled the  number of parameters to be estimated. Given 
that a just-identified model has no degrees of freedom, the 
model camot be rejected and therefore is of little 
scientific interest (Byrne, 1994). In structural equation 
modeling, only models that are over-identified can be 
adequately tested. Such a model is one in which the number 
of estimated parameters is less than the number of data 
points. This model provides for a number of degrees of 
freedom which allow for its possible rejection as a viable 
representation of the data. 
The just-identified model for the Workload measure was 
considered in the full structural equation model. However, 
when the full model was submitted for computer analysis, 
convergence problems were encountered. One solution to the 
convergence problem involved an increase in the limit of 
iterations. In other words, the number of iterations was 
increased t o  over 60. However, the convergence problem 
remained. 
Resul ts 
A second possible solution to the convergence problem 
involved the just-identi£ied model. In other words, the 
solution is to increase the nurnber of degrees of £reedom in 
the model for the Workload rneasure. In order to increase 
the number of degrees of freedom and thus change the model 
to an over-identified model, two of the indicators were 
constrained as equal. However, despite the different 
combinations of constrained and free parameters, the problem 
of convergence remained. Because of the convergence 
problems and the moderate correlations between this factor 
and such other factors as Role Ambiguity ( -412) , Role 
Conflict (-694) and Autonomy ( -  . 4 7 ) ,  it was decided to 
delete the factor from further analyses. For a complete 
picture of correlations arnong the proposed Burnout factors, 
see Table 5. 
Resul ts 
Table 5 
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Confirmatory factor analyses were performed on each of 
the measuring instruments to determine a fit to the data 
(see Tables 3 and 4). No further problems encountered with 
respect to confirmatory factor analyses of al1 other 
instruments. Once a well-fitting model for each of the 
instruments was established (range of CFI's = - 9 3 3  to , 9 9 4 ) ,  
the indicators were determined for the measurernent model 
based on correlated errors and cross loadings within each 
factor. For example, because one set of correlated errors in 
the Self-esteem measuxe involved the errors with items 1 and 
2 of the measure, one of the indicators for this construct 
( i  e , SE 1) was a combination of the two items. Summaries 
of the descriptive statistics related to each indicator 
variable, as it relates to the calibration, validation, 
general staff and critical care samples, are presented in 
Tables 6, 7, 8 and 9 respectively. 
Resul ts 
T a b l e  6 
Summary of Means, Standard D e v i a t i o n s ,  Skewness and Kurtosis 
of Indicator V a r i a b l e s  for the Calibration Samrile. 
Item Combination Indicator M SD SK KU 
Variable 
FEM 1, 6  FEMl 5 .745  0 . 9 5 2  - 1 , 0 5 3  1 . 0 7 1  
FEM 4 ,  10  FEM2 5.560 0 . 8 5 9  - 0 , 4 6 0  -0 .168  
FEM 1 3 ,  1 4  FEM3 4 .060  1 . 2 1 7  0 .084  - 0 , 4 0 7  
LOC 3 ,  4 ,  13  ELOCl 2 .579 0 . 8 0 4  0 . 2 1 1  - 0 , 2 1 8  
LOC 1 7 ,  2 0  ELOC2 2 .513  0 . 9 5 8  0 . 2 9 6  - 0 . 5 1 8  
LOC 6 ,  19 ELOC3 3 .358  0 . 8 6 6  - 0 . 1 0 6  - 0 . 2 9 3  
LOC 1 0 ,  1 2 ,  15 ELOC4 2.648 0 . 7 3 7  0 .200  -0 .030  
SE 1, 2, 9 SE1 3..504 0 . 4 8 9  - 0 . 7 6 2  0 , 2 5 5  
SE 3 ,  5 ,  6 ,  7  SE2 3.582 0 . 5 1 7  - 1 . 4 7 2  2.209 
SE 4 ,  8 ,  1 0  SE3 3 .408  0 . 6 2 2  - 0 . 8 0 5  0 .002  
RCA 1, 3 RA1 5.090 1 . 1 5 3  - 0 . 5 1 8  0 .025  
RCA 2 ,  4 Ra2 5.509 1 . 0 6 9  - 0 , 5 3 1  - 0 . 3 3 1  
RCA 5 ,  6 RA3 5.485 1 , 2 4 5  - 0 . 7 0 6  01 .01  
RCA 8 ,  13 RCI 3 .288  1 . 5 5 7  0 .444  -0 .689  
R e s u l  ts 
T a b l e  6 cont'd 
Item Combination Indicator  M SD SK KU 
variable 
RCA 7, 9, 14 RC2 3.446 1.381 0.230 -0,456 
RCA 10, 11, 12 RC3 3,883 1.525 0.136 -0.749 
WO 1 WOI 3.231 1.307 -0,304 -1.132 
WO 2 W02 2,599 1.305 0.323 -1.170 
WO 3 W03 3.165 1.311 -0,379 -1.152 
PI 1, 2 PI 1 3.050 0.663 -0.404 0,292 
PI 3, 5 PI2 2.393 0.673 0.232 -0.122 
PI 4, 6 PI3 3.121 0.647 -0.532 -0.004 
AUT 1, 3 AUTl 2.545 0.774 -0.180 -0.467 
AUT 2, 4 AUT2 2.811 0.779 -0.360 -0.537 
JS 1, 3 ,  7, 9 JS l 3.951 0.525 -0 -770 1.154 
JS 2, 4, 11, 16 JS 2 3.604 0.635 -0.672 1,158 
3s 8, 10, 15, 20 JS3 3.626 0.630 -0.731 0.917 
JS 5, 12, 14 JS4 2.793 0.854 -0 .O55 -0,572 
JS 6, 13, 19 3S5 3.021 0.906 -0.245 -0.631 
BI 1, 13, 14 E E 1  3.086 1.349 0.154 -0.655 
BI 3, 8, 20 EE2 2.418 1.450 0.476 -0.593 
Resul ts 
Table 6 cont8d 
Item Combination Indicator M SD SK KU 
Variable 
BI 2, 6, 16 EE3 2.137 0.812 0. 716 O. 696 
BI 5, 10, 15 DEPl 1.228 1,052 0.910 O. 618 
BI 11, 22 DEP2 1.901 1.349 0.578 -0.280 
BI 4, 9, 17, 19 PA1 4.417 0.791 -0.153 -0.552 
BI ?, 12, 18, 21 PA2 3.961 0.880 -0,353 0.131 
Notes: M = Mean; SD = standard deviation; SK = skewness; KU 
= kurtosis. 
FEM is f rom the Androgyny measure; LOC is f rom the Locus of 
Control measure; SE is from the Self-esteem measure; RCA is 
from the Role Conflict and Role Ambiguity measure; WO is 
from the Workload measure; PI is from the Professional 
Identity measure; JS is from the Job Satisfaction measure; 
and BI is £rom the Burnout measure. 
Table 7 
Summary of Means, Standard Deviations, Skewness and Kurtosis 
of The Indicator Variables of the validation Sample. 
1 tem Combination Indicator M SD SK KU 
Variable 
FEM 1, 6 FEMl 5.724 0.984 -1.022 1.281 
FEM 4, 10 FEM2 5.483 0.972 -0.552 -0.053 
FE34 13, 14 FEM3 4.340 1.346 -0.061 -0.461 
LOC 3 ,  4, 13 ELOCl 2.606 0.740 0.060 -0.189 
LOC 17, 20 ELOCS 2.555 0.938 0.371 -0.451 
LOC 6, 19 ELOC3 3.353 0.896 -0.223 -0.338 
LOC 10, 12, 15  ELOC4 2.692 0. 721 0.255 0.010 
SE 1, 2 ,  9 SE1 3.466 0.511 -0.593 -0.175 
SE 3, 5, 6, 7 SE2 3.505 0.547 -1.154 0.687 
SE 4, 8, 10 SE3 3.325 0.591 -0.463 -0.420 
RCA 1, 3 RA1 5.268 1.086 -0.332 -0.496 
RCA 2, 4 RA2 5.473 1.083 -0.484 -0.576 
RCA 5, 6 RA3 5.512 1.197 -0.682 0.038 
RCA 8, 13 RC1 3 -327 1.512 0.436 -0.454 
T a b l e  7 cont'd 
I t e m  Combination Indicator M SD SK KU 
Variable 
RCA 7 ,  9 ,  1 4  RC2 3 . 6 2 1  1 . 4 1 3  0 . 3 1 3  - 0 . 6 1 8  
RCA 1 0 ,  11, 1 2  RC3 4 .096  1 . 544  0.057 - 0 . 7 1 7  
WO 1 WOI 3.354 1 . 2 3 5  -0 .400  - 0 . 9 3 0  
WO 2  W02 2 .610  1 , 1 9 1  0 .356  - 0 . 8 8 1  
WO 3 W03 2.924 1.336 0 .075  - 1 . 2 2 4  
P I  l, 2 P I 1  3 .053  0 .704  - 0 . 4 6 2  - 0 . 0 1 9  
P I  3 ,  5  P I 2  2 .379 0 . 6 3 1  0 .134  - 0 . 1 0 5  
P I  4 ,  6  PI3 3.169 0 .602  - 0 . 2 5 4  - 0 . 5 5 6  
AUT 1, 3  AUTl 2.410 0 .805  - 0 . 1 4 5  -0 .882  
AUT 2, 4  AUTS 2 .708  0 , 7 9 8  - 0 . 3 5 3  - 0 . 4 1 8  
JS 1, 3 ,  7,  9 J S 1  3 .873  0 . 5 6 1  - 0 . 8 4 7  1 . 9 7 7  
J S  2 ,  4 ,  11, 1 6  J S 2  3.519 0 . 6 8 9  - 0 , 5 2 5  0 .572  
JS 8 ,  1 0 ,  15 ,  20 JS3 3.579 0 . 6 8 0  - 0 , 6 9 1  0 .464  
JS 5 ,  12, 1 4  JS4 2.740 0 .900  - 0 . 0 3 1  -0 .612  
JS 6 ,  1 3 ,  1 9  JS5 2.974 0 . 9 4 5  -0 .214  - 0 . 6 4 1  
B I  1, 13, 1 4  EE1 3.123 . 1 . 2 3 0  0 .196  - 0 . 4 0 4  
B I  3 ,  8 ,  2 0  EES 2.474 1 . 3 9 2  0 . 5 4 3  - 0 . 2 4 5  
Resul ts 
Table 7 cont'd 
Item Combination Indicator M SD SK KU 
Variable 
BI 2, 6, 16 FE3 2.424 1,201 0.614 0.152 
BI 5, 10, 15 DEPl 1.332 1.203 1.103 1.155 
BI 11, 22 DEP2 1.968 1.488 0.622 -0.278 
BI4, 9, 17, 19 PA1 4.344 0.828 -0.408 -0.212 
BI 7, 12, 18, 21 PA2 3.867 0.893 -0.242 -0,619 
Notes: M = Mean; SD = standard deviation; SK = skewness; KU 
= kurtosis. 
FEM is from the Androgyny measure; LOC is £rom the Locus of 
Control measure; SE is from the Self-esteem measure; RCA is 
£rom the Role Conflict and Role Ambiguity measure; WO is 
from the Workload measure; PI is £rom the Professional 
Identity measure; JS is £rom the Job Satisfaction measure; 
and BI is from the Burnout measure. 
Resul ts 
Table 8 
Summary of Means, Standard Deviations, Skewness and Kurtosis 
of The Indicator Variables of the General Staff S m ~ l e .  
Item Combination Indicator M SD SK KU 
Variable 
FEM 1, 6 FEMl S. 786 0.963 -1.067 1.231 
FEM 4 ,  10 FEM2 5.549 0.941 -0.585 -0.005 
FEM 13, 14 FEM3 4.182 1.267 0.059 -0.420 
LOC 3 ,  4, 13 ELOCl 2.573 O. 807 0.172 -0.200 
LOC 17, 20 ELOC2 2.500 0,950 0.317 -0.616 
LOC 6, 19 ELOC3 3 , 3 3 5  0.876 -0.194 -0.351 
LOC 10, 12, 15 ELOC4 2.646 0.743 O. 339 O. 069 
SE 1, 2, 9 SE1 3 4 7 2  0.520 -0.711 0.076 
SE 3, 5, 6, 7 SE2 3.550 0.533 -1,323 1.423 
SE 4, 8, 10 SE3 3.391 0.592 -0.638 -0.140 
RCA 1, 3 RA1 5.165 1.143 -0.508 0.040 
RCA 2, 4 RA2 5.430 1.107 -0.476 -0.560 
RCA 5, 6 RA3 5.421 1.230 -0.616 -0.115 
RCA 8, 13 RC1 3.399 1.519 0,297 -0.669 
Resul ts 
Table 8 contyd 
Item Combination Indicator M SD SK KU 
Variable 
RCA 7, 9, 14 




PI 1, 2 
PI 3, 5 
PI 4, 6 
AUT 1, 3 
AUT 2, 4 
JS 1, 3, 7, 9 
JS 2, 4, 11, 16 
JS 8, 10, 15, 20 
JS 5, 12, 14 
JS 6, 13, 19 
BI 1, 13, 14 
Resul ts 
Table 8 cont' d 
Item Combination Indica tor M SD SK KU 
Variable 
BI 3, 8, 20 EE2 2.510 1.461 0.528 -0.417 
BI 5, 10, 15 DEPl 1.253 1.143 1.047 0.986 
Notes: M = Mean; SD = standard deviation; SK = skewness; KU 
= kurtosis. 
FEM is f r o m  the Androgyny measure; LOC is £rom the Locus of 
Cont ro l  measure; SE is from the Self-esteem measure; RCA is 
£ r o m  the Role Conflict and R o l e  Ambiguity measuxe; WO is 
£ r o m  the Workload measure; PI is £ r o m  the Professional 
Identity measure; 3s is £ r o m  the Job Satisfaction measure; 
and BI is £rom the Burnout measure. 
Resul t s  
T a b l e  9 
Summary of Means, Standard Deviations, Skzvness and Kurtosis 
of The Indicator Variables of the Critical Care Sample. 
Item Combination Indicator M SD SK KU 
Variable 
FEM 1, 6 FEMl 5.650 0.970 -1.005 1.164 
FEM 4 ,  10 FEM2 5.476 0.876 -0.445 -0.068 
FEM 13, 13 FEM3 4.230 1.329 -0,011 -0.461 
LOC 3, 4, 13 ELOCl 2.625 O. 712 0,101 -0.294 
LOC 17, 20 ELOC2 2.5SO 0.943 0.360 -0.263 
LOC 6, 19 ELOC3 3.390 0,889 -0.129 -0.264 
LOC 10, 12, 15 ELOC4 2.711 O. 706 0.020 -0.101 
SE 1, 2, 9 SE1 3.507 0.465 -0.552 -0.336 
SE 3 ,  5, 6, 7 SE2 3,532 0.535 -1.271 1.25G 
SE 4, 8, 10 SE3 3 -327 0,632 -0.606 -0.416 
RCA 1, 3 RA1 5,203 1.090 -0.313 -0.579 
RCA 2, 4 RA2 5.593 1.014 -0.525 -0.326 
RCA 5, 6 RA3 5.627 1.197 -0.843 0.516 
RCA 8, 13 RC1 3 - 1 5 4  1.550 0.685 -0.293 . 
Results 
T a b l e  9  cont'd 
f tem Combination Indicator M SD SK KU 
V a r i a b l e  
RCA7, 9 ,  1 4  RC2 3 . 4 7 6  1 .458  0 . 3 0 1  - 0 . 5 5 5  
R C A 1 0 ,  11, 1 2  RC3 4 . 1 0 5  1 . 6 1 7  0 . 1 8 1  - 0 . 9 1 2  
WO 1 W 0 1  2 .930  1 . 2 8 3  - 0 . 0 0 7  - 1 . 1 7 4  
WO 2 W02 2 .358  1 . 2 1 3  0 . . 6 3 7  - 0 . 6 4 7  
WO 3 W03 2 .795  1 . 3 0 5  0 . . 0 3 6  - 1 . 2 5 1  
P I  1, 2 P I 1  3 . 0 0 5  0.677 - 0 . 3 4 3  - 0 . 0 2 5  
P I  3 ,  5  P I 2  2 .302  0 .605  O .  0 9 4  0 . 0 3 1  
P I  4 ,  6 P I 3  3 . 1 6 2  0 .596  - 0 . 1 7 3  - 0 . 8 1 9  
AUT 1 ,  3  AUT1 2 . 5 2 5  0 .774  - 0 . 2 6 2  - 0 . 5 9 8  
AUT 2 ,  4  AUTS 2 . 7 5 4  0 . 7 6 1  - 0 . 4 3 4  - 0 . 2 8 4  
J S I I  3 ,  7 ,  9 J S 1  3 . 9 7 8  0 .488  - 0 . 5 8 4  0 . 7 6 8  
J S  2 ,  4, 11, 1 6  JSS 3 .560  0 .589  - 0 . 4 4 4  0 . 1 7 0  
J S  8 ,  1 0 ,  15, 2 0  J S 3  3 . 6 7 0  0 .567  - 0 . 4 1 9  - 0 . 1 2 0  
J S 5 ,  1 2 ,  1 4  J S 4  2 . 8 7 1  0 .853  - 0 . 1 5 9  - 0 . 6 8 9  
J S 6 ,  13,  1 9  J S  5 3 . 0 6 4  0 .854  - 0 . 3 4 6  - 0 . 4 7 1  
B I  1, 1 3 ,  1 4  EE1 2 . 9 4 9  1 . 1 9 2  0 . 1 2 1  - 0 . 5 8 2  
B I 3 ,  8, 20 EE2 2.340  1 .347  0 . 4 1 9  - 0 . 5 9 8  
Resul ts 
Table 9 cont'd 
Item Combination Indicator M SD SK KU 
Variable 
BI: 2, 6, 16 EE3 2.218 O. 847 O. 596 1.158 
BI 5, 10, 15 DEPl 1.325 1.111 1.061 1.265 
B I  11, 22 DEP2 1.895 1.357 0.643 -0.299 
BI 4, 9, 1 7 ,  1 9  PA1 4.374 0.853 -0.259 -0.303 
BI 7, 12, 18, 21 PA2 3.882 0.913 -0.234 -0,524 
N o t e s :  M = Mean; SD = standard deviation; S K  = skewness; KU 
= kurtosis. 
FEM is from the Androgyny measure; LOC is f rom the  Locus of 
Control measure; SE is from the Self-esteem measure; RCA is 
from the Role Conflict and Role Ambiguity measure; WO is 
from the Workload measure; PI is £ r o m  the Professional 
Identity m e a s u r e ;  JS is from the Job Satisfaction measure; 
and B I  is f rom the B u r n o u t  measure. 
The means of the skewness and kurtosis for the 
calibration, validation, general staff and critical care 
samples are presented in Table 10, The skewness and 




Summary of Means of Skewness and Kurtosis of the Indicator 
Variables of the Samples. 
Calibration -0,182 -0.086 
Validation -0.139 -0.184 
General Staff Nurses - 0.184 -0.114 
Critical Care Nurses -0.114 -0.193 
Notes: M = Mean; SD = standard deviation; SK = skewness; KU 
kurtosis 
Resul ts 
We now turn to a review of the findings related to the 
full structural equation models. More specifically, we 
examine findings relative to the calibration and validation 
samples of nurses as a whole, and the separate samples of 
general staff nurses and critical care nurses. 
The Mode1 of Burnout for the Calibration Sample of Nurses 
The hypothesized or initial model of Burnout for this 
calibration sanple of nurses8 yielded an inadequate fit to 
the data (CF1 = -70). The LM-Test indicated that the 
addition of eight correlations between factors and seven 
paths, would lead to a significantly better fitting model. 
Based on an evaluation of the relations of these factors in 
the literature, and on which of the factors were 
substantively salient and important, the correlations 
between the constructs Role Conflict and Ambiguity, Autonorny 
and Role Ambiguity, Role Conflict and External Locus of 
Control, Role Ambiguity and External Locus of Control, 
Autonomy and Role Conflict, Role Ambiguity and External 
Locus of Control, and External Locm of Control and 
Femininity were added to the model. In addition, the 
structural paths leading from Femininity to Self-esteem, 
£rom Role Ambiguity t o  Self-esteem, from External Locus of 
Resul ts 
Control to Ernotional Exhaustion, from Role Conflict 
Depersonalization, £rom Role Conflict to Persona1 
Accomplishment, £rom Professional Identity to Persona1 
Accomplishment and £rom Autonomy to Persona1 Accomplishment 
were specif ied as parameters in Model 2. This respecif ied 
model resulted in a substantially better-fitting mode1 (CFT 
= .91O) , Model 3 was respecif ied to include correlations 
between Autonomy and Professional Identity, Autonomy and 
Femininity and Professional Identity and Role Conflict and 
External Locus of Control (CF1 = , 9 1 4 )  . 
In order to assess the irnprovement in fit £rom one 
model to the next when the models are nested within one 
another (as in the present case) , the di£ f erence in x 2  
values fit the competing models can be examined. This 
differential ( A ~ ~ )  is itself X 2  distributed with degrees of 
freedom equal to the difference in degrees of freedom 
(Adf), and can be tested for significance. A significant 
demonstrates a substantial improvement in fit. As 
indicated in Table 11, the addition of these correlations 
and paths yielded a significantly improved and adequately 
fitting model ( A ~ ~ ( ~ ~  = 213.692,~(.001; CF1 = -914). 
Results 
Table 11 
Summary of the Goodness-of-fit Indices of the Model for the 
x2 df 4t2 Adf CF1 ECVI PCFI 
Mode1 1 1001.947 464 -859 3.918 -879 
Model 2 805.055 461 196.892 3 ,910 3.672 .873 
Mode1 3 788.255 459 16.8 2 ,914 3,625 -869 
Model 4 798.051 464 9 -796 5 -9 12 3.661 -879 
Notes : X 2  is chi-square; df is the degrees of f reedom; is 
the difference in chi-square; Adf is the difference in 
degrees of freedom; CF1 is the Comparative Fit Index; ECVI 
is the Expected Cross Validation Index; and the PCFI is the 
Parsimony Comparative Fit Index. 
Resul ts 
In Model 4, the application of the W-Test identified 
thirteen nonsignificant causal paths, that is Professional 
Identity to Self-esteem, Autonomy to Self-esteem, External 
Locus of Control to Job Satisfaction, Role Ambiguity to Job 
Satisfaction, Femininity to Emotional Exhaustion, Self- 
esteem to Emotional Exhaustion, Role Ambiguity to Emotional 
Exhaustion, Role Conflict to Emotional Exhaustion, 
Professional Identity to Emotional Exhaustion, Autonorny to 
Emotional Exhaustion, External Locus of Control to 
Depersonalization, Femininity to Persona1 Accomplishment, 
and Emotional Exhaustion to Persona1 Accomplishment, These 
paths were eliminated from the model resulting in a final 
CF1 of .912. As identified by the W-Test, the removal of 
these correlations and paths resulted in a model in which 
the between Model 3 and Model 4 was not significant 
( A ~ ~ ( ~ ~  = 9.796). AS compared with previously-tested models, 
the resulting model of the calibration sample of nurses 
(M~del,,~) was more parsimonious and most likely to be able 
to be replicated (ECVI = 3.661; PCFI = ,879). The ECVI was 
higher than in previous models as a result of minor 
degradation in fit (in the interests of parsimony) . ModelCal 
is presented diagrammatically in Figure 3. 
Resul ts 

All values reported in the figure represent 
standardized estirnates. Those associated with each of the 
paths represent regression coefficients, whereas those in 
the small circles represent error in the prediction of 
related constructs from antecedent variables. Al1 but one of 
the associated signs, (i-e., Role Conflict to Persona1 
Accomplishment), were in the expected direction. 
For purposes of cross validation, ModelCaL was tested 
for its replication across the validation sample. As such, 
al1 freely-estimated factor loadings and structural paths 
were constrained equal across the calibration and validation 
samples, and then tested statistically. This test of 
invariance represented an extremely rigorous test of cross- 
validation (see Bollen, 1989) . 
The LM-Test on this highly restrictive model ( C F 1  = 
-894) identified three constraints in the measurement model 
to be untenable; these three factor loadings were (a) one 
indicator of the External Locus of Control factor, and (b) 
the second and third indicators of the Ernotional Exhaustion 
factor. As Bollen (1994) has noted, the best fit of data is 
usually from the calibration sample and that it is possible 
that the fit of the validation sample may not be as good, 
thus leading to the necessity of freeing constraints. 
Results 
Bollen (1989) has asserted that if .the focus in testing 
for the invariance across groups (e-g., calibration and 
validation samples), is directed more to the equality of 
structural rather than measurement parameters, then the 
testing of invariance of the structural parameters may 
precede the testing of invariance of the measurement 
parameters. Therefore, in this study, a further test of 
invariance was conducted such that only structural paths and 
factor correlations were constrained as equal. Results 
yielded a finding of total equivalency across the 
calibration and validation samples. The resulting mode1 was 
considered to represent an adequate fit to the data ( C F 1  = 
.91). Results are presented in Table 12. 
Resul ts 
Table 12 
Summary of the Goodness-of-fit Indices Relating to Tests for 
Invariance Across Calibration and Validation Groups, 
x2 df A X ~  Adf CF1 ECVI PCFI 
Mode1 1 1806.518 978 ,894 7 ,316 ,926 
Mode1 2 1672,324 955 134,194 23 ,908 7.012 , 904 
Notes: Model 1 has the al1 measurement and structural 
parameters constrained as equal. Model 2 has al1 structural 
parameters constrained as equal. 
X 2  i s  chi - square; df  is the degrees of f reedom: is the 
difference in chi-square; Adf is the difference in degrees 
of freedom; CF1 i s  the Comparative F i t  Index; ECVI is the 
Expected Cross Validation Index; and the PCFI is the 
Parsimony Comparative Fit Index. 
The Model of Burnout for General Staff Nurses 
The final model for the sample of nurses (M~del,,~) was 
imposed the subsample of general staff nurses and yielded an 
inadequate goodness-of -fit to the data (CF1 = .87l) . The LM- 
Test indicated that the addition of one correlation between 
factors and four paths, would lead to a significantly better 
fitting model. Consequently, based on an evaluation of the 
relations of these factors in the literature, and on which 
of the factors were substantively salient and important, 
Model 2 was xespecified to include the correlation between 
Professional Identity and Femininity and to include four 
further causal paths leading £rom Role Conflict to Emotional 
Exhaustion, from Professional Identity to Emotional 
Exhaustion, External Locus of Control to Depersonalization, 
and from Role Ambiguity to Depersonalization. As indicated 
in Table 13, the addition of this correlation and these 
paths yielded a significantly irnproved and adequately 
fitting model ( A ~ ~ ( ~ ~  = 155.9,p<.001; CF1 = .918) . 
Resul ts 
T a b l e  13 
Summary of the Goodness-of-fit Indices of the Model for the 
General Staff Samples . 
x2 df Adf CF1 ECVI PCFI 
Mode1 1 1037.274 468 -888 3.608 -886 
Mode1 2 881.374 465 155.9 3 -918 3.166 ,881 
Model 3 883 -856 466 2.482 1 .918 3.149 ,883 
Notes: X 2  is chi-square; df is the degrees of freedorn; AX' is 
the difference in chi-square; Adf is the di£ference in 
degrees of freedom; C F 1  is t h e  Comparative F i t  Index; ECVI 
is the Expected Cross Validation Index; and the PCFI is the 
Parsimony Comparative F i t  Index. 
Resul ts 
In Model 3, the application of the W-Test identified 
£ive nonsignificant factor correlations and two 
nonsignificant causal paths. The correlations were between 
Role Ambiguity and External Locus of Control, Autonomy and 
External Locus of Control, External Locus of Control and 
Femininity, Autonorny and Femininity, and between 
Professional Identity and Role Conflict. The paths included 
Role Conflict to Depersonalization and Role Conflict to 
Persona1 Accomplishment. These correlations and paths were 
eliminated (CF1 = -918). As identified by the W-Test, the 
removal of these correlations and paths resulted in a model 
in which the ~ ~ ~ b e t w e e n  Model 2 and Model 3 was not 
significant ( A ~ ~ ( ~ ~  = 2.42) . Ccmpared with the previousiy- 
tested models, the resulting model, Model,, was more 
parsimonious and most likely to be able to be replicated 
(ECVI = 3 - 1 4 9 ;  PCFI = .883) . Model,, is presented 
diagrammatically in Figure 4 .  
Results 
Figure 4 
Once again, estimates associated with each of the paths 
represent standardized coefficients: those associated with 
paths represent those in the small circles represent error 
in the prediction of related constructs from antecedent 
variables. Al1 of the associated signs were in the expected 
direction, 
The Model of Burnout for Critical Care Nurses 
A n  initial model derived from the model of general 
staff nurses yielded an inadequate goodness-of-fit to the 
data (CF1 = -862). The LM-Test indicated that the addition 
of two correlations between factors, would lead to a 
significantly better fitting model. Based on an evaluation 
of the relations of these factors in the literature, and on 
which of the factors were substantively salient and 
important, Model 2 was respecified to include two 
correlations between the factors Autonomy and External Locus 
of Control, and External Locus of Control and Femininity 
(CF1 = -899). A further LM-Test indicated that the addition 
of six paths, would lead to a significantly better fitting 
model. In Model 3 six causal paths were added, that is 
leading from Job Satisfaction to Self-esteem, Femininity to 
Emotional Exhaustion, Autonomy to Emotional Exha~~tion, 
Resul ts 
Depersonalization to Emotional Exhaustion, Persona1 
Accomplishment to Depersonalization and Role Conflict to 
Persona1 Accomplishment. As indicated in Table 14, the 
addition of these correlations and paths yielded a 
signif icantly improved and adequately f itting mode1 = 
27.424,p<.001; CF1 = -902). 
Resu l t s  
